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ABSTRACT 
A CASE STUDY OF A GRADING SYSTEM IN ONE WESTERN 
MASSACHUSETTS HIGH SCHOOL 
SEPTEMBER 1988 
EMMA JACKSON WILLIAMS, B.S., HAMPTON INSTITUTE 
M.S., SPRINGFIELD COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Byrd L. Jones 
This case study examines the impact of a change in 
grading policy on students and staff in an urban 
secondary school. In 1984 a western Massachusetts school 
district raised academic requirements for participation 
in extracurricular activities. Because issues of 
motivation, self-esteem and a concern that some Black 
students were being exploited in varsity athletics were 
factors in this new policy, those factors were investigated 
in greater depth. The focus of this study is based on 
students' attitudes toward the new policy and an 
examination of significant correlations that might 
distinguish particular groups. A survey of teachers 
Vll 
who sponsored extracurricular activities helped illuminate 
the limited positive effects of this policy change. 
A questionnaire constructed to measure students' 
attitude toward the new grading system was administered to 
743 students. The statistical analyses included 
frequencies for all variables, Chi-Squares, t-Test and 
Analysis of Variance. 
Specific answers were sought to three research 
questions. First, those students most likely to be 
affected by the new grading system were male athletes 
who were not performing well academically. But about 75 
percent of students did not participate in any extra¬ 
curricular activities. Second, most students accepted 
the grading system and thought high grades supported a 
positive self-esteem. The majority of students liked 
themselves better when they earned good grades. White 
students tended to agree that teachers treat them more 
positive when they earn good grades. Third, the grading 
system had small impact on students' interest to remain in 
school in part because students may have left because they 
could no longer participate in extracurricular activities 
and because students seemed to "tolerate" grading 
requirements and their grades without thought or objection. 
vm 
Students felt that school teachers are responsible 
for their success or failure in school. Grading and 
changes in grading should be based on reasonable and 
appropriate information that may lead to practices to 
benefit the students and improve their academic achieve¬ 
ment and such policies are therefore not a sensitive means 
to achieve a specific goal such as motivating academic 
achievement among athletes and others with low academic 
records. 
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CHAPTER I 
INTRODUCTION 
This case study examines the impact of a change in 
grading policy on students and staff in an urban secondary 
school. Because issues of motivation, self-esteem and a 
concern that some Black students were being exploited in 
varsity athletics were factors in this new policy, those 
factors were investigated in greater depth. The focus of 
this study is based on students' attitudes toward the new 
policy and an examination of significant correlations 
that might distinguish particular groups. Also a short 
survey of teachers who sponsored subject clubs, service 
clubs or coached athletics is included. These surveys in 
conjunction with first hand observation of interactions 
and comments illuminate the limited positive impact of 
this policy change. 
In 1984 one western Massachusetts school district 
drastically revamped its long standing grading policy to 
raise academic requirements for participation in extra¬ 
curricular activities. The new grading policy was 
proposed by a local chapter of the National Association 
for the Advancement of Colored People in December 1982 
and approved by the School Committee in Springfield two 
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years later. The new policy required all students 
involved in extracurricular activities to receive a "C" or 
higher mark in each major subject, with no failures in any 
subject. 
The ruling touched off controversy among students 
because some previously eligible students were excluded 
from participation. Over 154 students were ineligible 
for participation in Fall sports. The devastating result 
was the loss of a football and a soccer team. As reported 
by the educational chairman of the local chapter of the 
National Association for the Advancement of Colored 
People the rationale for requesting a change in the grading 
policy was to focus attention on the fact that minorities 
have consistently scored lower than other students in the 
school system (Buntin, 1987). Schools were turning out 
youngsters with poor education, and the NAACP regarded 
that as particularly unfair to students who need a good 
education to get a job. The president of the local 
chapter of the National Association for the Advancement 
of Colored People wanted schools to insist on high 
standards especially for minority students. The approach 
soon focused on a requirement that students maintain high 
academic grades in order to be allowed to participate m 
sports or other extracurricular activities. 
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By limiting the participation in extracurricular 
activities of those students who were not performing well 
academically, it was expected that time was going to be 
spent studying rather than participating. The big concern 
is if this limitation was going to motivate students to 
achieve more or master those academic skills that they 
have not been able to meet at this stage of their lives 
(high school level). 
A number of newspaper articles followed the 
implementation of the new grading policy as a way to 
investigate and offer recommendations to the school 
committee. Thomas, president of the Springfield Urban 
League, (198:6) indicated that in one school in the 
district, more than half of the students declared 
ineligible for participation in extracurricular activities 
were Black, even though Blacks constituted only 33 
percent of the high school enrollment. The new policy 
devastated several athletic teams at the city's four 
high schools and cut students from different extra¬ 
curricular activities. Opinions varied as some people 
expressed they were in favor of the new grading system, 
while others like Reverend Peters (1986) were against 
the new policy. He has stated that the local community 
is concerned that it is the minorities who are 
suffering worse as a consequence. He also expressed 
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concern about how well the school system was educating 
students when so many of them were unable to meet the 
standards for participation. 
The policy for participation in extracurricular 
activities is more stringent than the policy for graduation. 
Springfield Urban League President Thomas has opposed the 
policy and called it unfair to students who had not been 
prepared to perform academically at the new standard. 
School according to him has not been effective in 
getting our youngsters to read, write and count as he 
would like. He also suggested that some type of study 
should be conducted in order to see why our students are 
having so much difficulty achieving satisfactory grades. 
A grade of D in all high schools, while classified 
as poor, is considered a passing grade toward graduation. 
On this basis it was recommended that D be considered as 
the grade factor when determining the eligibility of a 
student as it relates to participation in any after-school 
activity. 
A student maintaining only a D average shall, with 
the cooperation of the coach or advisor and the teacher 
or teachers in cooperation with the guidance counselor, 
develop a remedial effort to upgrade his/her academic 
achievement average to a C. The individual student's 
innate intellectual ability shall be considered by the 
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involved educational personnel. Regardless of grade 
achievement, all students who wish to participate, must 
maintain good citizenship in all school programs. 
Grading policies have been debated in school systems 
by administrations, community organizations, teachers and 
students for a long time. Some passing level has to be 
established along with minimum course completions for 
graduation. However, requirements for participation in 
extracurricular activities are more stringent than for 
graduation. Baucom (1974) recognized that grades directly 
affect the career choice of many students. In part, 
academic grades reflect rank ordering of students within 
a school and in part the grade carries some implications 
for an absolute standard. 
Good (1981) found substantial evidence that grading 
practices affected student attitudes toward learning, the 
amount of time spent in study, and the amount of academic 
achievement. Grading has also proved to be a key element 
for developing parents' and teachers' expectations as 
well as students' expectations. From an institutional 
perspective, grades have been used to determine how well 
students have met the standards established by 
the school and to predict success in college. 
The trust outcome within a particular school will 
largely depend on the perceptions of the proposed changes 
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by students and staff and their interactive responses. 
Based on the Rand studies of innovations by McLaughlin 
and Marsh (1978), the implementation of any innovation 
depends on how many participants buy into the change. 
Sarason's (1982) depiction of change processes suggested 
a major concern with how students and staff perceived the 
policy and its effects on their roles. Thus, by collecting 
information about salient factors such as students' 
percept ions,motivation, self-concept, and expectation, 
some insights may be gained into those interactive 
processes. 
Purpose of the Study 
The present study assessed the effect that a new 
grading system had on students in a western Massachusetts 
high school system in terms of students' participation 
in extracurricular activities, students' self-esteem, and 
students' motivation to remain in school. This study 
examines the importance of the effects that a more 
restrictive grading system has on high school students. 
The study specifies the student population that is most 
affected by the grading system. It provides information 
that is significant for the community, parents, teachers 
and decision makers. 
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Specifically, answers to the following research 
questions are provided: 
1. What students are most likely to be affected by 
the new grading system? 
2. What are the students' perceptions of the grading 
system and its impact on students' motivation? 
3. How do students perceive the grading system and 
its impact on their self-esteem? 
4. How do students perceive the grading system and 
its impact on their interest in remining in school? 
Definition of Terms 
The following definitions may help avoid mis¬ 
conceptions regarding the research questions. 
Attitude: A predisposition to reach to certain 
persons, objects, situations or ideas in a particular 
manner—not always consciously held nor readily 
verbalized (Good, 1973). 
Expectations: The judgments of teachers concerning 
the achievement, ability or capacity of a student. 
Extracurricular Activities: Activities under the 
sponsorship of a school of the type for which participation 
is not required and credit is not usually awarded. 
Grading System: The process of rating a student's 
performance, achievement and behavior using specifically 
established scales of value (Good, 1973). 
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Participation: The involvement of students in 
school and extracurricular activities. 
Motivation: The term refers to the forces that 
initiate, direct and sustain student behavior in order to 
satisfy a need to attain a goal. 
Perception: Student's ability or deficiency to 
interpret the evaluation system in school. It is a 
subjective process where the individual student makes his/ 
her own interpretation and converts it into a meaningful 
and coherent picture of the world. 
Retention: The term refers to the fulfillment of 
the requirements that must be met by students in order 
to remain in school. 
Self-concept: A student's perceptions of himself/ 
herself. 
Student Achievement: Progress made by students 
towards attaining a specific level of proficiency as 
measured by letter grades at the end of a marking period. 
Significance of the Study 
Any grading scale used by a school raises a host of 
troublesome questions if anyone takes a fresh look at the 
way grades are used for purposes other than reporting to 
students their degree of success in mastering certain 
academic objectives (or their relative standings among 
their peers). Over time schools have used grades to set 
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minimum standards for promotion and graduation, and many 
times grades determine a student's right to participate 
in honors or advanced courses and extracurricular 
activities, including athletics. In other cases, grades 
determine invitations to honor societies or opportunities 
to participate in special "rewards" such as open campus 
plans or lunchroom privileges. 
When a school district acts to change those official 
norms, it may raise broader questions about the significance 
of the grading system with a variety of possible accommo¬ 
dations. That is, teachers may readjust their scales so 
that few students are affected, or students may increase 
(or decrease) their effort so that numbers are relatively 
unaffected but there are changes in academic achievement. 
If teachers act to maintain their standards (or to 
strengthen them in the direction indicated by new public 
policies) and students cannot adjust their learnings, 
then new standards will produce different numbers of 
students being promoted or engaged in activities. 
Both the NAACP and the School Committee apparently 
believed that students would respond to a challenge if 
they were able to meet the standards. Thus, students who 
desired to participate in extracurricular activities 
would meet the requirements of the new grading system. If 
students lacked academic ability, apparently they should 
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devote that time to studying. A counterview among some 
students, faculty and parents viewed extracurricular 
participation as important for students' improvement of 
self-esteem, reducing alienation, and encouraging how to 
get along with others. In short, both sides thought their 
approach would improve students' motivation and their 
desire to remain in school and perform better. 
The School Setting 
Simplicity and usefulness characterize the whole 
building. The arrangement of the rooms is designed to 
accommodate 1,500 students, but the building is capable 
of accommodating 2,200. Due to the age of the building, 
most of the desks and chairs in the classrooms are 
permanently affixed to the floors and do not allow for 
flexibility in room arrangement. Adjoining the school is 
a city-owned athletic field with tennis courts and grounds 
suitable for soccer, football, and baseball. The school 
has exclusive rights to the field for gym classes and 
athletic games. 
The auditorium seats 1,550 and the lunchroom has a 
seating capacity of 800 and easily accommodates 1,500 
people in the double lunch period. There are two 
gymnasiums. There is a complete lack of facilities for the 
handicapped, plans have been made for the installation of 
suitable ramps and elevators. 
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Springfield attempted to provide for specialized 
high schools. One school focuses on college preparation 
programs; one school on technical education; one on 
business education; and the other one on vocational educa¬ 
tion. The site of the study focuses on business education. 
Philosophy of the School 
As stated on the schools' documents: 
The school was established in 1910 for the purpose 
of giving youth a general education as well as 
preparing youth for employment in the business 
world. This school adheres to the philosophy 
of the Springfield Public School System which 
states that an adequate school program is based 
upon understanding of human needs and how people 
learn to meet those needs. Knowledge of the 
growth processes through which the individual 
matures physically, mentally, socially, and 
emotionally is the basis for planning the 
Springfield educational program. 
Three related goals have been included as part of the 
school as follows: 
1. To help each individual grow and develop in the 
best possible ways. 
2. To help each individual cultivate wholesome 
social relationships. 
3. To help each individual become a contributing 
member of the local, state, national and world 
communities. 
Besides all logical objectives to be part of any 
school, the business school also, has commended itself with 
preparing students for entry level jobs in accounting, 
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secretarial, information processing, clerical fields and 
to further their education on the college level. 
School Atmosphere 
According to the self study document students were 
enthusiastic" and "seem ready to become involved in any 
activities provided." They are proud to be a part of the 
school as demonstrated by the lack of vandalism in and 
outside of the building. The students conducted themselves 
in a commendable manner with their peers, teachers and 
administrators. This is highlighted by the noticeably 
courteous way in which they behave in the halls and 
classes. While they are not content with some things, 
there is a strong tendency to acquiesce to administrative 
policy. 
Population 
The school includes grades 10 to 12. The current 
student body is approximately 1,339. The female popula¬ 
tion has historically, as it does presently, outnumbered 
the male population by approximately two to one. Efforts 
are being made to increase the male population but the 
desired levels have not yet been reached. The student 
population is 70.80 percent Black and Hispanic. The school 
is the only high school in Springfield that offers 
bilingual education, so that even though the choice of 
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high schools is said to be left to the students’ choice, 
students who require a bilingual program in Springfield 
must attend this school. 
Grouping 
The school continues to track students. Tracking 
continues in response to teachers' frustration in 
contending with the increasing levels of diversity among 
students. Tracking also stems from an age old belief that 
a student’s performance at minimal levels of achievement 
demands special classes. The racial separation associated 
with tracking is not open to discussion. Tracking poses 
a serious limitation for students who, after graduation, 
desire to engage in specialized technical training or 
enter a four-year college. 
Staff 
The school has four administrators: 1 principal 
and 3 assistants; 6 guidance counselors, 89 classroom 
teachers, 1 librarian, 1 nurse, 2 teachers' aides, 6 
clerical workers, 1 head cook and 10 part-time cafeteria 
workers. 
Eighty-eight percent of the professional staff 
have earned Master’s degrees, twenty-one percent have 
earned the CAGS designation, and two faculty members 
have the Doctoral designation. 
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Curriculum Organization 
In 1986, the site of study, according to its 
principal, is a high school first and foremost, but it 
does have a specified function which is to develop in each 
student maximum proficiency in some business skills, with 
the ultimate goal of job placement in business. A college 
preparatory course combined with business is offered to 
students who plan formal post-secondary education. The 
school offers several programs or courses which differ 
mainly in their vocational objectives. 
Students 
The day commences for teachers at 7:40 a.m. and for 
students at 7:50 a.m. Students are assigned to six 
classes and one study per day. Each student is assigned 
a thirty-minute lunch period between 11:13 a.m. and 
12:40 p.m. All classes are approximately 47 minutes. Two 
programs are used to allow for assemblies, when needed. 
The first four periods of the seven period days are cut 
approximately twelve minutes on assembly days. 
Some quick observations can be made during an early 
morning visit to this school. As the day begins, groups 
of students socialize all about the building making the 
rounds of the halls, as if to see who is wearing which 
outfit, saying hello to teachers and friends, and going 
to the cafeteria for breakfast. There is no dress code, 
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but students place great pride in emulating the well-dressed 
business man or woman. Students spend considerable time 
and money on clothing and appearance. The majority of 
the students are relaxed and friendly. Generally, they 
are courteous and open to each other and to adults. The 
peer group is important, particularly during lunch in the 
cafeteria. Table rights seem to be most important. 
Occasionally, fights may erupt to establish territorial 
rights, in terms of line positions and sitting positions. 
There are designated smoking areas outside the building. 
It is not uncommon to find students smoking in the rest¬ 
rooms, particularly during inclement weather. Occasionally, 
telltale evidence of alcoholic beverages may be found in 
the waste cans. 
A majority of students seem to enjoy school. Most 
students obey rules and regulations without difficulty. 
There are few conflicts between students that are not 
resolved quickly and satisfactorily. The students are 
excited when there are visitors in their classes. They 
are anxious to know why the guest is present and they are 
enthusiastic to talk to visitors. Many of the students 
express dissatisfaction with teacher expectations, home- 
work, and after school availability of teachers. Students 
about the fairness of teachers. 
also voice concern 
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School spirit not withstanding, sports teams have a 
hard time attracting enough participants. Students feel 
that more support is needed to boost participation. Many 
students have also expressed that the standards of 
participating in extracurricular activities should be the 
same standard required for graduation. Thus, if you have 
a "D" average, you are eligible for graduation, you should 
also be eligible for extracurricular activities. 
As the students journey from one class to another, 
they move in a uniform and relatively orderly fashion. 
Teachers are supposed to be in the hallways to encourage 
the students not to be late for the next class. 
Students, like the faculty, tend to leave the 
premises of the school immediately at the close of the 
school. A vast majority of the students have part-time 
jobs outside school, and those that do not have jobs 
rush home to care for younger brothers or sisters or to 
watch television programs. 
School Attendance 
Student attendance at the site of the study is 
under the supervision of the assistant principals. Tenth 
graders seem to be the most chronic absentees as shown 
on the chart that follows: 
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1986-1987 ATTENDANCE BREAK DOWN* 
MONTH GRADE 10 GRADE 11 GRADE 12 
(AVERAGE) 
TOTAL 
Nov 26% 22% 14% 20 
Dec 25 21 15 19 
Jan 19 18 13 17 
Feb 19 10 12 16 
Mar 19 17 12 16 
Apr 23 17 15 18 
May 24 19 26 23 
Jun 20 19 — 25 
*As provided by the principal 
(Figures were only available for the months shown.) 
The figures were kept after the initial efforts to curb 
absenteeism was started. Programs have been implemented 
with the help of the faculty and the Student Council to 
encourage chronic absentees to stay in school. A small 
margin of improvement is being realized. 
School/Community Relations 
The philosophy of the high school and school 
activities are well-publicized by the administration and 
staff. The principal and counselors personally go to the 
junior high schools to recruit students for the high 
school. Communications with the reporters of the local 
media are part of the school's publicity plan. 
An open-house night for parents and guardians is 
held annually and the school newspaper is published 
seven times a year. The school has an open invitation 
policy which allows parents, guardians and/or citizens 
to visit the school any day during school hours. 
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Limitations of the Study 
There may be issues concerning the researcher's role 
in assessing this change in grading policy. As a teacher 
and coordinator (with over twenty-four years of experience 
in the school) and with responsibilities as coach of 
varsity sports and intramural activities, the researcher 
continually balanced the possible bias of the role as 
active participant/observer with student and staff 
relationships that were both personally and professionally 
more extensive and lasting than this project. Since this 
was the major policy change in grading in our two decades, 
students and staff were overwhelmed with its immediate 
negative effects on participation in extracurricular 
activities. 
As with any case study, and especially those 
involving participation/observer, the researcher has an 
obligation to reflect on biases and outcomes that may 
shape the interactions found on the researcher's views and 
motivations. The first safeguard is to develop a self- 
awareness of one's own commitments and interactive 
patterns. Due to the fact that positive school climate 
and high expectations for student achievement are 
paramount for student growth, it was not difficult for 
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the researcher to carry out the mission. The close 
relationship between coaching, teaching and the issue of 
the new grading policy allowed the researcher a degree of 
credibility that outsiders could rarely match. Also the 
researcher's long-time involvement with athletics, 
physical education, student achievement and grading 
suggests that these efforts would continue to be a part 
of the schools culture. 
This study is limited by the following factors: 
1. Only one school was involved in the study. 
2. All participants were self-selected because 
parental consent for students participation was necessary. 
Also, many students did not respond to some items. 
3. The results of the study were determined by 
perceptions and attitudes of the respondents, thus 
eliciting subjective information. 
4. The study was restricted to students at grade 
level 10-12 who were still in school and thus missed 
feedback from those who may have left school due to the 
change in policy. 
Organization of the Study 
This case study of a change in grading policies is 
presented in five chapters. The first chapter introduces 
the issue of grading policies and their purposes, 
introduces a secondary school setting affected by a change 
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in minimum requirements, and defined some terms and 
limitations. By emphasizing one purpose of a grading 
system, namely to motivate student achievement, the local 
chapter of the NAACP introduced a plausible, if ill- 
considered "solution" for an observed school problem of 
low achievement by minority students. 
The second chapter reviews relevant literature and 
research in the areas of history of grading, American 
approaches as to grading, grades and education, grading 
systems, self-esteem, motivation, students' participation 
in extracurricular activities, and characteristics of 
today's high school. This review clarifies the relatively 
weak evidence for benefits directly linked to any 
particular grading policy or format with particular 
attention to issues of self-esteem and student motivation. 
A third chapter presents and discusses the 
development of two questionnaires intended to elicit the 
views of teachers and students in a secondary school with 
particular attention to those rationales supporting the 
new policy. A description of the setting and students 
suggests some of the influences which may have determined 
their responses. Finally, the questionnaire procedure 
followed for data collection, and the processes used in 
data analysis are described. 
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The fourth chapter presents the findings of the 
study based on two surveys and the author’s observations 
and discussions with students and staff during the year. 
The analysis focused on the specific responses and any 
statistically significant differences among key groups of 
students. The fifth chapter details the conclusions 
arrived at by the study and suggests some recommendations 
for the refinement of the grading system as well as 
recommendations for future research. 
CHAPTER II 
REVIEW OF THE LITERATURE 
This chapter reviews relevant research studies of 
history of grading, grading system and effects of grading 
systems on students; and life in high school today. 
The first section discusses factors related to 
grades. It presents an earlier approach to grades 
followed by the conception of grading systems used in 
Europe. This section concludes with a discussion of the 
American approach to grading. The second section focuses 
on the major grading systems that schools have been ruled 
by. It analyzes three major grading systems that have 
been used with the American schooling; percentage, letter 
grades; and the pass/fail grading systems. It also 
presents some new approaches in grading systems. The last 
section addresses literature related to the effects of 
grading systems on students' expectations, motivations and 
self-concepts. 
History of Grading 
Examinations have been with us since the earliest 
times, when our savage ancestors tested the truth or 
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purity of a man's behavior or intentions in the trials-by- 
fire. In the cultured class of ancient Athens formal 
education included subjects such as grammar and music. 
Evaluation was made on the basis of your skill in 
memorizing the wisdom of your teacher. 
Buckardt (1947) indicated that the Chinese probably 
had the first achievement test 1,500 years ago, in their 
civil service examinations. At the lower levels candidates 
had to repeat the classics from memory; at the higher 
levels they had to write essays in the style of the 
classics. 
In the Middle Ages and the Renaissance parents 
passed their knowledge on to their offsprings. When a 
boy wanted to learn a trade or join a guild he studied with 
a master. When a boy was deemed ready to be examined, 
the results of the examination would be either passed or 
failed. Either he could perform the task or he could not 
perform the task. 
Quick, in Cureton (1971), stated that during the 
early 1800's ranking was the typical method of gradings 
both for the recitations and for the formal examinations. 
The names of pupils were published in order of merit. 
Ainger, in Cureton (1971), stated that Eton in the 
1850's had three types of examinations: 
(1) "saying lessons" (quizzes) 
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(2) "collections" (final examinations) 
(3) "trials" (written papers). 
American Approaches to Grading 
Prior to the mid 19th century, only wealthy children 
received education in America. A student's knowledge was 
tested to give the teacher a clearer indication of what 
subjects required additional instructions to enable the 
pupils to handle the requirements in college. This was a 
racist, paternalistic and ethnocentric curriculum of only 
limited use in any real world terms. 
Brown, in Cureton (1971), wrote that in 1729 the 
College of William and Mary prescribed entrance examina¬ 
tions for candidates for scholarships to discover 
"whether they have due progress in their Latin and Greek" 
and also to make sure that "no blockhead or lazy fellow 
in his studies be elected." Cureton (1971) indicated that 
oral examinations were commonly used for every subject 
except writing and drawing. 
Kirschenbaum and Simon (1971) stated that when 
government-supported elementary schools became popular in 
the middle of the 1800's there was pressure to 
differentiate students. Generally the subjects were 
history, reading, writing, and mathematics. The com¬ 
petencies of the students were revealed by reciting, 
Descriptive progress evaluations, 
reading, and writing. 
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recorded by the teacher, were done mostly for the students' 
benefit since students did not move to a new subject area 
until they had mastered the previous one. 
In Boston the school committee surveyed the schools 
once a year and reported their findings to the public. In 
1845 the surveying committee for the grammar and writing 
schools decided upon an unusually thorough examination, 
using written questions for the students in the upper 
grades. The questions were prepared from the textbooks 
used in the schools. Cureton (1971) indicated that the 
questions were graded in difficulty and the committee 
wrote: 
It was our wish to have as fair an examination as 
possible; to give the same advantage to all to 
prevent leading questions; to carry away, not loose 
notes or vague rememberances of the examination but 
positive information, in black and white; to 
ascertain with certainty, what the scholars did not 
know; as well as what they did know; to test their 
readiness at expressing their ideas upon paper; to 
have positive undeniable evidence of their ability 
or inability. (p. 3) 
The result of the study showed that the average 
score for all students was 35.5 percent of the questions 
answered correctly. The committee's interpretation of 
-£hj_s finding was that in some schools the students were 
conscientious and did not answer questions about which 
they were ignorant; in others they appeared reckless and 
put down answers quite at hazard in hope of hitting 
something that may pass for an answer. The results of 
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the test indicated the superiority of written over oral 
examinations. 
In 1870, as a direct result of the passage of 
compulsory attendance laws at the elementary levels the 
number of students entering public high schools increased. 
As subject areas in high schools became more specific the 
schools began using percentages or similar variations to 
evaluate the students' abilities in the different 
subjects. Initially the grades were used to permit 
students to compare their performances with classmates, 
however when colleges indicated their need to distinguish 
between high school graduates, grades were used to screen 
college applicants. 
High school teachers used grades to distinguish 
fast learners from slow learners. The teachers' rationale 
for differentiating the abilities of students was to 
improve their teaching. Their rationale is still around 
in today’s schools. Ability grouping is a common 
practice all over the nation. 
Scholars have reacted to this practice in various 
ways. Rosenthal and Jacobson (1968) condemn the teaching 
system prevalent in our schools where very often children 
are grouped according to their ability. The major 
concern is that, in many cases, grouping is self 
perpetuating, and the students are kept in the same 
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track throughout their school years. Brophy (1983) 
commented that when teaching students in higher track 
classrooms, teachers made more attempt to relate the 
content taught to students' interest and backgrounds. 
Ability grouping also has effects on teachers' 
expectations for their students' performance in the class¬ 
room. Tuckman (1977) considered this fact in his study 
and concluded that: 
—grouping affects the self expectations of students 
and teachers, and thereby affects students' 
performances. 
—teacher expectations of student performance are 
largely influenced by grouping assignment to 
persist over time. 
—grouping procedures must result in frustration and 
disillusionment. 
Grouping practices have been considered discrimina¬ 
tory in some communities because of its limitations to 
equal educational opportunities. However, educators who 
advocate grouping practices base their philosophy on 
educational devices and the practice continue to be 
employed in many school systems. 
Fitch in Cureton (1971) elaborated on the practical 
aspects of the teachers' work. He recommended that 
teachers should choose their own grading system, whether 
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arithmetical or by use of such symbols as Excellent, Good, 
Fair, Moderate, and Imperfect. The author further 
suggested that the teachers establish a maximum of 100 
to represent the highest attainable excellent and then 
assign a due proportion of marks to each question 
according to its difficulty. Fitch indicated it is 
important to distribute about 90 in this way, reserving 
the last 10 for style, neatness, and general skills. If 
the total score does not represent the general merit of 
the paper as a whole add a few points for general ability. 
Fitch regards as good a paper which earns three quarters, 
and as a fair paper that which earns half of the marks. 
Payne in Cureton (1971), emphasized the need for 
the teacher to be fair when evaluating students' papers. 
He suggested three ways to deal with this type of 
evaluation: If a student's paper showed mastery of the 
subject, she/he should pass. If the paper reflected some 
kind of deficiency, the teacher should ask the student to 
rewrite the defective part. On the other hand, if the 
paper indicated poor knowledge of the subject, the pupil 
should not pass and should be required to pursue the 
subject a second time. 
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Grades and Grading 
Grading, such a common feature of the educational 
landscape, is usually presumed to make sense without any¬ 
one having to question its purposes and uses. Much of the 
continuing debate about grades has revolved about the 
relative merits of letter grades, percentage grades, or 
pass/fail grades. Part of this debate has been 
necessary and useful, but a quick review of the literature 
resulting from this debate reveals that the discussion of 
grading during the last half century has occurred within 
a narrow framework. One searches in vain for any vast 
consideration of grades from a broad social or cultural 
perspective. 
The term "grades" is the common name which most of 
the American people use when they refer to numerals, 
letters, percents, and other means used to record and 
report to students, parents, or others concerning the 
status of students in those things which the school 
evaluates. 
Being "graded" is a basic part of the experience 
of growing up. From the time children receive their 
first gold star for any well-performed activity until 
they grasp their final sheepskin, they are graded, they 
are passed or failed, promoted or held back, sorted and 
classified. 
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Hills (1976) stated that grades must be able to 
communicate to a number of diverse audiences, all of whom 
employ grades for different purposes. Hills (1976) has 
listed six major audiences for grades: phpils, parents, 
school administrators, employers, counselors, and other 
schools. The two major purposes for grades are to 
provide information and feedback and to aid in making 
institutional decisions. Additionally grades may serve as 
selection criteria, motivators, research tools, and 
preparation for life. 
Meaning of Grades 
There is no clear concise definition of grades in 
the literature. It appears that they are only summary 
symbols which in a literary sense carry very little 
meaning. Weller (1983) stated that while grading is at 
best inaccurate and unreliable, it has been so ingrained 
in the educational process that to negate its use would 
make the assessment of student performance virtually 
impossible. In a detailed study of five institutes of 
higher education, Smallwood, in Webber (1983), noted that 
"grades originated in the attempt to express to those who 
had been examined the professor's ideas of the results 
of the examination." Evans (1976) indicated that 
grades are single, summary symbols indicating achievement 
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in some substantial segment of a student's educational 
enterprise given by the instructor for the purposes of 
record and report. Evans (1976) noted that the most 
common symbols employed at both the elementary and 
secondary levels are letter grades (A, B, C, D, and F). 
Ericksen (1974) stated that grades are administrative 
shorthand for ranking students against one another for 
reporting how well a student has achieved the standards 
prescribed by the faculty. 
According to Parks and Zurheller (1978) evaluation, 
expressed in terms of grades, is seen as the end product 
for determining various levels of accountability both in 
terms of quantity and quality of student achievement. 
Whether expressed in letters, numerals, symbols, or any 
combinations of these, grades are determined in some 
arbitrary manner based on a subjective appraisal of what 
is excellent. The authors also stated that grades then, 
whatever they may mean, do not of themselves measure 
learning. Thus, grades may become only by-products of 
learning, ends in themselves as it were, and may even act 
as a deterrent to effective learning. 
Function of Grades 
Nearly forty years ago Wrinkle (1947) listed four 
functions of grades. The administrative functions 
determined the status of students in regard to pass or 
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fail, transferring, admission to college and employment. 
The guidance department identified ability and inability 
of students, enrolled students in courses, and determined 
the number of courses students would take. Grades are 
also used to inform students and parents of the progress 
of the student. Finally, grades were used to motivate 
and discipline students to levels which qualified them to 
be eligible for honors and participation in extracurricular 
activities. 
Goldberg (1965) in a study comparing graded and 
non-graded courses found that achievement is higher when 
students are graded. Thus it would seem that one function 
of grading is to increase achievement, though this 
conclusion is not very robust. 
Warren (1975) stated that researchers were reluctant 
to examine questions of social values or moral issues as 
they relate to grades. Warren (1975) suggests that 
grades serve the following functions: 
(1) Sorting and selecting students for advances in 
education and employment. 
(2) Motivating students. 
Warren (1975) pointed out that the function of grades 
for sorting and selecting are of limited value unless the 
functions of selecting are well defined and the 
composition and basis of grades known. Warren (1975) 
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also indicated that grades should convey information 
concisely, without needless detail. This function of 
grades, to communicate effectively, overrides all other 
purposes, intended or incidental, and implied that grades 
must remain both limited in scope and concerned with 
academic achievement in specific educational endeavors. 
Grades and Education 
Grading practices are integrally related to almost 
every aspect of a school's functioning such as how power 
is distributed and used, faculty-student relations, 
educational priorities, instructional procedures, 
administrative policies, parental aspirations, and the 
job market. Kirschenbaum (1971) observed that many 
educators are more interested in the learning process 
than the grading-evaluation process. But they have 
learned that evaluation can be an integral part of the 
learning process and that a school's evaluation system 
often influences the type of learning that takes place. 
Assessment policy, which prescribed procedures for 
grading, is the province of a school system. It frames 
the details of both policy and practice at departmental 
and classroom levels. Traditionally, the grading system 
belongs to the school as its academic currency which it 
controls for in-house rewards and for exchange (job 
placement) with the outside community and with 
34 
universities. Ericksen (1974) pointed out that school 
systems adamantly defend grades because of their usefulness 
in the management of the educational enterprise. Grades 
are administrative shorthand for reporting how well the 
student has achieved the standards prescribed by a school 
system. 
Hiner (1973) in an article, "Grading as a Cultural 
Function, stated that grading in America has become a 
ritual. Thus, it is profoundly educative because it 
conditions students over long periods of time to respond 
in a culturally sanctioned way to important cultural 
problems. Hiner (1973) added that for many students, 
grades furnish an important standard by which they 
estimate their worth. Grades seem to be part of the basic 
social and cultural "currency" of the school "economy" 
and grading systems constitute the rules which the 
currency are distributed to students. 
The reviewed studies on the philosophical and prac¬ 
tical issues regarding grades as currently used are far 
from perfect. However they provide evidence to support 
many important educational decisions such as predictive 
factor to limit or extend future educational opportunities. 
Grading Systems 
The symbolic nature of marks has been approached by 
scholars from different perspectives. It provides 
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numerous systems of symbols that can be used to denote and 
evaluate students' performance. Each grading system conveys 
its own unique solution to the cultural problem of grading. 
Cureton (1971) reported that Percentage Grading was 
the most popular system the latter half of the nineteenth 
and early part of the twentieth centuries. In the 
Percentage Grading system, a number between 0 and 100 is 
assigned to each student; often this number is supposed to 
correspond to the percentage of the material that the 
student has learned. This procedure implies an analogy 
between educational and physical measurements that is 
more apparent than real. Hambleton (1981) stated that 
the entire scale in Percentage Grading is rarely used, 
because scores below fifty are infrequently given. Hills 
(1976) stated that most educational institutions switched 
from numerical to letter grades during the 1940's. 
The Letter Grading system most often employs five 
marks, with "A" being the highest and "F" the lowest. 
Terwilliger (1966) found that the letter grade was used 
by sixty-eight percent of American high schools. Letter 
grades are assigned to reflect student performance with 
respect to performance of other students in a class. 
With this system, it is conceivable that an "average" 
student may receive the highest grade or the lowest grade 
depending upon the ability and performance of classmates. 
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Hambleton (1981) indicated that instruments designed for 
this grading system are constructed to maximize 
variability on test scores and when well constructed, they 
differentiate between varying degrees of performance. 
The wide use of the Letter Grading system provides 
an adequate channel of communicating the grades and 
averaging the grades to form a summary index called a 
grade point average. Fensch (1962) related that 
students, teachers, and parents have shown an unwavering 
faith and obeisance to what has been aptly characterized 
as "the four little gods (A, B, C, D) and the little 
devil (F)." According to the National Educational 
Association together Letter Grading and Percentage 
Grading constituted the majority of grading systems in 
the United States. 
With the Pass/Fail grading system, students either 
achieve the goals of the course or they do not. 
Bauernfeind (1973) stated that the teacher sets an apriori 
cutting point between scores that would be considered 
satisfactory and those that would not. The grades 
represent performance relative to the teacher's hopes and 
expectations. 
Factors such as failure to use the fail part of the 
system, or ability to communicate to superb students that 
they are superb, and inability to communicate this 
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impression to the student's parents, counselors, and 
employers have mitigated the Pass/Fail system. 
Bauernfeind (1976) indicated that the rationale for 
Pass/Fail grading is that students taking courses under 
this system can concentrate on learning the materials for 
their own purposes rather than on earning high marks and 
can elect courses in threatening areas without fear of 
jeopardizing their grade point averages. Many grade 
point average calculations do not involve Pass/Fail 
courses, however courses taken and passed may be counted 
toward a student's required number of credit hours for 
graduation. 
Gold (1971) documented that student achievement 
levels decline under Pass/Fail system. The researcher 
goes on to say that if students allocate their efforts 
judiciously, they may earn higher grades than they might 
have in the traditionally graded classes by reducing 
study time in their Pass/Fail courses. According to 
Rossman (1970) some graduate and professional schools 
look with disfavor upon Pass/Fail grades when making 
admission decisions. 
If instructors are reluctant to use the Pass/Fail 
system other nonpunitive systems such as Contract 
Grading and Bulb-Grading are available. 
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Parks and Zurheller (1978) pointed out that 
Contract Grading is a procedure whereby the instructor and 
student agree in writing upon purposes and course direc¬ 
tions for the student before formal instruction begins. 
Christen (1976) listed the following four types of 
contracts: 
(1) Teacher-made, teacher assigned. 
(2) Teacher-made, student assigned. 
(3) Student-made, teacher agreement. 
(4) Student-made, student assigned. 
The most common of these four is the student-made, 
teacher agreement contract. This grading system differs 
from others in that students actively participate in 
selection of their grades and learning experiences. Park 
and Zurhellen (1978) reported this system to have effects 
on student attitudes, goal setting ability, responsibility 
for their own education and determination to succeed. 
McKeachie (1976) believes that the ultimate 
criterion for selecting a grading system should be its 
effectiveness for a student's education. Research by 
Popper and Thompson (1971) indicated that many faculty 
and students attest to the benefits of this system. 
Bauernfeind (1976) reported that Bulb Grading 
implies that grades will be given to differentiate among 
high-scoring students, but not to differentiate among 
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low-scoring students. The most talented students receive 
a grade of "A", students showing some talent receive a 
grade of "B", and the rest of the students receive a 
grade of C . If a student is woefully incompetent in a 
given field, such that more achievement is required before 
a C" can be given, that student receives a grade of "I" 
(incomplete). Support for the system comes from 
Bauernfeind (1973) in an article ’’Grading on the Bulb.” 
In this article, the author indicated the central 
characteristics of Bulb Grading are elimination of grades 
"D” an^ "F" from the grading scale and that the grades 
"A", "B”, and "C" are futuristic in their orientation, 
they are designed as predictors of future school or career 
success. Bulb Grading encourages teachers to think in 
futuristic terms, which should result in increasingly 
useful data for counselors. 
The five types of grading systems are representative 
of many of the systems used in education today. However, 
others not discussed here (Honors/Pass/Fail, Descriptive 
Evaluation, No Grading, and others) exist as hybrids of 
the basic types of grading systems. Each of the grading 
systems is associated with a different philosophy of 
education. The Myriads of grading systems attest to the 
need to reassess what grades represent. 
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Site of Study Grading System 
The marking system for this urban high school was 
recently revised. In order to properly utilize the 
revised system teachers must devote more time to the 
evaluation of each student. Information regarding the 
implementation of the revised marking system is reasonably 
clear. 
A "D" average for high school promotion and 
graduation is necessary as it was before. When letter 
grades "A" through "F" are used they are to be 
accompanied by a "+" or designation for further 
refinement. Numerical grades accompanies the letter 
grades as follows: 
A+ 100 — 97 
A 96 - 93 
A- 92 - 90 
B+ 89 - 87 
B 86 - 83 
B- 82 - 80 
C+ 79 - 77 
C 76 - 73 
C- 72 - 70 
D+ 69 - 67 
D 66 - 63 
D- 62 - 60 
F 59 — 0 
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Report cards for secondary schools includes a numerical 
grade of "1" through "4" to indicate the teachers' 
assessment for students' effort, conduct, and attendance 
in each subject. ("1" = excellent; "4" = poor). It is 
anticipated that the following grade point average scale 
will give more flexibility to teachers to determine class 
rank and assign course credits earned by students. When 
parents can observe courses that are weighted, (see 
following table for approved weights) hopefully, they 
will be able to make a more accurate assessment of their 
children's progress. 
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COURSES 
GRADE 
NUMERICAL ADVANCED 
EQUIVALENT PLACEMENT HONORS 
COLLEGE 
PREPARATORY GENERAL 
A+ 100 - 97 15 14 13 12 
A 96 - 93 14 13 12 11 
A- 92 - 90 13 12 11 10 
B+ 89 - 87 12 11 10 9 
B 86 - 83 11 10 9 8 
B- 82 - 80 10 9 8 7 
C+ 79 - 77 9 8 7 6 
C 76 - 73 8 7 6 5 
C- 72 - 70 7 6 5 4 
D+ 69 - 67 6 5 4 3 
D 66 - 63 5 4 3 2 
D- 62 - 60 4 3 2 1 
F 59 Below 0 0 0 0 
The cutoff point for participation in extracurricular 
activities is set at 4.0 in the grade point average. 
Class participation, homework and test results are the 
three factors that determine a student's grade. 
Self-Esteem for Students 
Esteem has been defined in Webster's Dictionary 
as something that is regarded highly and prized 
accordingly, where self-esteem is considered to be a 
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confidence and satisfaction in oneself. Coopersmith 
(1967), when explaining the complex concept of self, 
offered a definition of the self as an abstraction that 
one developes about the attributes, capacities, objects, 
and activities which one possesses and pursues. This 
abstraction, represented by the symbol me is one's idea 
of oneself. This concept of self is formed out of many 
diverse experiences and interactions with others, 
especially peer group members. 
One evaluates oneself not as others do but as one 
believes others do. Cooley's concept of the "looking- 
glass self" as described in Brissett (1972) is composed of 
three principal elements: the individual's imagination of 
his or her judgment of that appearance; and some sort of 
self-feeling, such as pride or mortification. Rosenberg's 
(1978) concept of reflected appraisals indicated that the 
process of human communication obliges the individual to 
respond to himself or herself from the standpoint of 
others. 
Luck and Heiss (1972) stated that self-esteem is 
conceived as that dimension of the self which refers to 
one's general orientation toward one's worth. There are 
two ways in which the influence of others can be 
distinguished as operating in the formation of self-esteem. 
First, one may experience one's value through perceptions 
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of another's response to oneself. Second, one may examine 
one's performance, capacities, and attributes in order to 
arrive at an evaluation of one's worth by judging oneself 
according to personal standards which were learned from 
others. 
Although concurring that self-evaluation is a valid 
process for judging self-esteem, Brissett (1972) argued 
that a sense of self-worth is more fundamental to the 
human being than a high degree of self-evaluation. Self- 
worth, according to Brissett, involves experiencing 
oneself as the master of one's activity, having power 
over what one does. It is a sense of competence that one 
feels, which is more a matter of experiencing being in 
cofttrol of rather than merely being a part of a situation. 
Maslow in Schultz (1981) stated that there are two 
basic esteem needs. First, there is self-esteem and 
second, there is the esteem granted by others, with the 
satisfaction of self-esteem needs, there comes a 
confidence in strength, worth, and adequacy. As a result 
of these positive feelings, the individual may become 
more competent and productive in all aspects of life. 
Maslow also pointed out that if self-esteem is to be 
genuine it must be based on an honest and realistic 
assessment of one's own abiliites and competencies. 
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It must be based on earned recognition and truly deserved 
respect from others. 
It is a widely held belief that self-esteem is 
associated with personal satisfaction and effective 
functioning in life. The importance of gaining a 
positive attitude toward oneself is shared by many 
clincial and social psychologists. Janis in Coppersmith 
(1967) found through experimental investigations that a 
person with low self-esteem is less capable of resisting 
pressures to conform and is less able to perceive 
threatening stimuli. 
These investigations also suggested that a person 
with high self-esteem usually maintains a constant image 
of his/her capabilities and his/her distinctness as a 
person. People with high self-esteem are less troubled 
by fears, self-doubts, and seemingly move directly and 
realistically toward personal goals. 
During the past decade a great deal of emphasis has 
been placed on the importance of a positive self-concept. 
Research literature suggests a positive relationship 
between self-concept and numerous other variables such as 
academic achievement, achievement motivation, socio¬ 
economic status, drug abuse, and delinquency. 
Rehberg (1969) defined self-esteem as a "positive 
self-image." Rehberg stated: 
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The more positive the adolescent's self-esteem the 
more likely would he be to set high academic and 
career standards for himself. To the extent that 
competence in sports elicits positive appraisals 
from significant others, to that extent, 
participation in sports may well serve to enhance 
the self-esteem of the participant adolescent and 
therefore raise his scholastic performance and 
educational experience. (p. 78) 
Rehberg was the first educational researcher in 
this area to urge an examination of something other than 
sociological perspectives of student participation in the 
school activity program. Taba (1949) indicated that: 
To achieve success in the adolescent peer culture, 
a boy or girl must stay in school, be a reasonably 
good student, take part in school activities, and 
go to the school dances and parties. In the 
process of adjusting successfully in these ways, he 
would be learning middle-class morality. (p. 36) 
During the 1950s and 1960s researchers suggested that 
participation was correlated with academic development as 
reflected by the student's grade point average. Frederick 
(1959) in his text, The Third Curriculum, reviewed the 
literature in this area back to studies of the 1920 and 
1930 which showed that students who were most active in 
extracurricular activities tend to receive the highest 
grades in academic studies. Studies also showed that 
participation in activities had no negative effects on 
academic achievement. 
Wertz (1965) conducted limited sample studies to 
assess the relationship between academic achievement and 
extracurricular participation. The study showed that 
47 
students who fared better academically were also the most 
frequent participators in various aspects of the school 
activity programs and that participators did better 
academically than did non-participators. 
School is an educational institution charged with 
responsibility for developing individual aspiration and 
abilities. How can this challenge be met if students are 
denied to participate in extracurricular activities based 
on their failure to meet the standards. 
Phillips (1969) examined the relationship between 
self-concept and participation in the school activity 
program using the Osgood Semantic Differential, an 
instrument composed of pairs of adjectives arranged on a 
scale ranging from 1 to 7 on the continuum and an 
activities checklist. Phillips (1969) studied 199 
students in a Michigan high school to determine the 
relationship between participation in activities and self- 
concept. The author discovered that participation in the 
activity program was significantly related to self-concept 
score for boys, but not for girls nor for the total 
sample. No significant relationship was found for girls 
between participation in any activity and scores on the 
self-concept measure. 
Currently, empirical research on the relationship 
between self-esteem and the school environment is 
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limited. Reddy (1978) investigated the self-esteem, school- 
image, satisfaction, and involvement in an alternative high 
school. Forty male and thirty female students voluntarily 
participated in the study. The results showed that students 
enrolled in the alternative high school were psychologically 
well adjusted, and had a somewhat higher self-esteem than 
the norm for high school students. Self-esteem was a good 
predictor of school self-image and satisfaction and there 
was a positive relationship between school self-image, 
satisfaction, and involvement. 
Rosenthal (1971) concluded in a study of individual 
differences among Black teenage males from low income 
families that self-esteem seemed to be significantly related 
to variables indicative of lack of ability or desire to 
change. This apparent lack of ability or desire to change 
can be related with the way they perceive parents and 
teachers attitudes toward them and their potential or 
interests. 
Edeburn (1978) assessed levels of self-esteem for a 
group of ninth grade on reservation native American stu¬ 
dents and compared them with a similar group living in a 
small city. Significant differences were found in the areas 
of school-related self-esteem. The reservation subjects 
manifested significantly higher scores and in the comparison 
of family related sources it was revealed that the scores 
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of reservation boys and city girls were higher than the 
scores of their counterparts. 
Fox et al. (1964) found that those students who are 
liked by their peers tend to have good feelings about 
themselves and tend to utilize their own intellectual 
capabilities more than students of low peer status. 
Similarly, it was found that students liked by the teacher 
were less isolated in the class and had a more positive 
image of themsleves. Students who foundthemselves more 
isolated from the teacher tended to have a less positive 
image of the school. For boys and girls combined, satis¬ 
faction with the teacher and utilization of intelligence 
to be associated when the effected of social class, 
parental support and peer status were held constant. 
Hamachek (1971) has indicated how parental behavior 
can have a considerable effect on the self-concept of 
children, with presumed consequences on achievement. 
Children learn to perceive the attitudes of influential 
people (parents and teachers) toward them, their achieve¬ 
ment and potentials, and come to accept these evaluations 
as true. A finding related to this issue is documented by 
Katkousky et al., (1964). They found a strong cross-sex 
relationship between parents' achievement attitudes and 
their behavior in their offsprings. Mothers' values were 
associated more often with their behavior to their sons than 
to their daughters and the opposite was true for fathers. 
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A major focus of a study by Ford (1985) was to 
determine if there was a significant differendebetween low 
and high self-concept students and their perceptions of 
school atmosphere. A secondary interest was to determine 
differences between male and female subjects on the 
various dimensions. 
In assessing the self-concept of the sample 
popluation, it was observed that overall self-esteem 
scores were high. There were differences, however, 
between males and females in the various dimensions of 
self-esteem. The data shows that more males than females 
were high in self-acceptance, self security, self- 
assertion and school affiliation. However, more females 
than males scored high in social confidence, peer 
affiliation, and teacher affiliation. 
Analysis of data revealed a significant difference 
between students high in school affiliation (view school 
as a positive influence in their lives) and students low 
in school affiliation. Students high in affiliation 
enjoyed going to school, enjoyed the activities associated 
with school, and enjoyed the school atmosphere (enthusiasm 
for school, school acceptance, understanding, and school 
dynamism). Subjects scoring low on the school atmosphere 
saw school as a "hassle" that kept them from doing what 
they wanted to do. 
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Backman and Secord (1968) have reviewed a number of 
studies dealing with pupils' attitudes toward themselves, 
and possible relationships between attitude and school 
success. They concluded that there is indeed a positive 
correlation between high self-regard and academic success. 
They emphasized a three-year longitudinal study by 
Brookover, La Pue, Erickson, and Thomas which indicated that 
changes in self-concept in students from seventh through 
tenth grades were related to changes in their academic 
performance. 
When considering the possible effects of certain 
attitudes, particularly self-concept, on the failure or 
success of students, it is important to keep in mind that 
almost all of the evidence bearing on this subject is 
derived from correlational studies from which no casual 
inferences can be made. Certainly, success in school 
activities contributes to a positive self-esteem for 
students. 
Neal and Proshek (1967) found that elementary school 
children from low socio-economic backgrounds did not show 
marked negative attitudes toward school-related words or 
concepts such as "my school building," and "book." This 
finding is supported by Coleman (1966) who also found 
insignificant differences between White and Black twelth- 
grade students on attitudes toward school and academic 
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work generally. In an attempt to relate the general atti¬ 
tude toward school to achievement in school, Jackson and 
Lahanderne (1967) studied a population of'sixth-graders and 
found no significant correlations between the two variables. 
A new approach to accountability is needed, one that 
does more justice for all students. Such a new approach 
requires changes in the climate within schools. Powell et 
al. in the Shopping Mall High School concluded that the 
ideal of self-esteem must be tightly linked with serious 
engagement in learning (p. 317). On this new approach, high 
expectations for academic success are important, especially 
for at—risk students who have few sources of positive rein¬ 
forcement outside of the school. Better—trained teachers 
and renewed curriculum are not enough, schools have to 
develop a positive climate that includes high expectations 
for students. 
Since a negative self-image tends to result in nega¬ 
tive perceptions of schools which in turn may result in low 
achievement, it is vitally important that parents, coun¬ 
selors, and educators make a concerted effort to improve 
the self-concept of all youth through viable means and 
through investigation of new approaches. If grading and 
grades are variables surrounding the issue of self-esteem, 
attention needs to be paid to both of them, if we are to 
improve students' self-esteem. 
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Motivation for Students 
The term "motivation" is usually defined by 
psychologists as the process involved in arousing, directing, 
and substaining behavior. Motivation may indicate, why a 
student is alert and active rather than asleep, why a 
student works at one task rather than others, and why the 
student persists at that task rather than shifting to 
another activity. Grades can be a negative element for 
motivating students. If the student fears to fail in 
certain task he/she may give up before even trying, thus 
avoiding the possible failure. To this respect students’ 
self-esteem and teachers' expectations have a lot to 
contribute. Motivation is a hypothetical construct. No 
one can directly observe a student's motivation but 
observers can assess a student's behavior within a 
particular setting. 
Ball (1977) noted that motivation for the students' 
behavior is something to be inferred. Purkey (1970) 
stated that once the construct of the self is understood, 
one can see that all behavior is an attempt to: 
. . . constantly strive to maintain, protect, and 
enhance the self. If this is true, then it follows 
that experience is perceived in terms of its 
relevance to the self and that behavior is 
determined by these perceptions. (p. 25) 
Motives such as anxiety, curiosity, and the need to 
achieve are part of our human inheritance. The manner in 
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which these motives are expressed, and whether they are 
expressed at all in the school setting, depends heavily on 
the experiences of the student. If teachers desire to be 
effective in promoting achievement knowledge about how 
motives are learned is essential. 
Many different theories of human learning have been 
formulated, but all make their start from a particular 
dimension of human experience and then proceed to work out 
an internally consistent explanation. Teachers should 
realize that there are many ways whereby a student’s 
motives can be modified through learning. 
Anderson, White, and Wash (1966) have shown that the 
effects of praise are generalized, positively affecting 
not only performance on the subject matter concerned but 
also performance on other subjects. Even low students 
can benefit from this practice. 
Miller and Dollard (1941) attempted to show that 
imitation was itself a learned type of behavior. They 
showed that, with appropriate reinforcements, frequency 
of imitative behavior could be raised. Students learn a 
great number of rules through observations of others 
performing these rules. 
Motivation is one of the most challenging aspects of 
the teaching-learning process. Motivation is highly 
related to student personality and perceptions. 
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A research program on human motivation directed by 
Atkinson (1970) indicated that student performance is a 
joint function of relatively stable personality 
characteristics interacting with variable properties of 
the immediate environment. The key word is '’interacting" 
since the personality-motivational characteristics of a 
student function as a selective screen through which 
he/she perceives the teacher and the class. The anxious 
student, for example, will respond to the challenging 
style of a teacher and to the competition from his/her 
classmates quite differently than will students whose 
perception of a teacher and a class are directed by a 
strong need to achieve. In classes in which the instructor 
is judged to be warm and friendly, students high in 
affiliation motive received relatively higher grades than 
they received in classes in which they did not perceive 
the instructor as friendly. Similarly, students high in 
power motive received relatively higher grades in classes 
in which they were encouraged to volunteer ideas. 
The achievement motive, a strong desire to compete 
successfully against a standard of excellence, and the 
motive to avoid failure have both been researched by 
O'Connor (1964). The findings indicated that a situation 
where achievement will be graded competively will 
generally enhance the performance of students for whom 
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achievement motive is relatively strong and will produce 
performance decrements in those for whom motive to avoid 
failure is relatively strong. 
Students have an intrinsic need to explore and to 
experience changes. Berlyne (1960) pointed out that 
students can accommodate to excitement or boredom for just 
so long before seeking outlets for the need for change. 
Not every topic in a subject will trigger the interest of 
every student, and for reasons that are both biological 
and experimental in nature, every student should have some 
freedom to follow the lead of his/her own curiosity; to 
satisfy the need to explore something that may be of 
interest only to him/herself. 
This intrinsic need to learn and achieve, cope with 
and master the environment is called "competence 
motivation" by White (1955) who developed his conception 
out of research which interviewed students at Harvard. 
The satisfaction of this motive is realized during the 
process of achieving mastery and resolving one's 
intellectual curiosity. White's conception and Berlyne's 
research on curiosity lend credence and support to the 
efforts of teachers and schools to alter the patterns of 
instruction toward greater intellectual and personal 
freedom. 
Human needs start with the biological/physicological 
drives and carry a hierarchy of social needs to the top 
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level, the need for self-actualization, to be devoted to 
a task or objective outside oneself. Maslow (1971) 
stated that: 
S©1f-actualizing people are, without one single 
exception, involved in a cause outside their own 
skin, in something outside themselves. They are 
devoted, working at something, something that is 
very precious to them—some calling or vocation 
in the old sense, the priestly sense. They are 
working at something which fate has called them to 
somehow and which they work at and which they love, 
so that the work—joy dichotomy in them disappears* 
(p. 43) 
This merger of work and play is the ultimate expression of 
the value of intrinsic satisfaction. Rogers (1966) 
expressed that conventional schooling is based on 
assumptions that have the effect on curtailing the 
students "freedom to learn" in response to the intrinsic 
curiosity, the interests, and needs that are distinctive 
for each student. 
Attributes of Motivation 
Research has concluded that acquired drives, such as 
motives, interests, and ambitions are learned through 
experience. Negative motives such as fear and anxiety 
strongly influence how students respond in class. 
Phillips' (1962) study indicated that anxiety 
lowered grades of middle ability students while an anxiety- 
producing condition actually increased the grades of high 
ability students. This is to say that both groups were 
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anxious, one group was simply able to mobilize its 
resources under stress better than the other. Again, 
those who might "need” success the most are least able to 
achieve it. 
Habits in general tend to be self-maintaining, and 
acquired motivational patterns become controlling factors 
in what the student will avoid or learn. One student, for 
example, may have developed a strong need to be a leader, 
another need close affiliation with well-defined groups 
and both will attempt to follow an educational plan of 
action compatible to these needs. 
A wide range of variables were explored in a study 
by Shaw (1965) which seem to influence the beginning of 
poor achievement by previously successful students. A 
point of interest is that a student achieving success will 
rarely lose motivation unless he/she is impacted by a 
traumatic experience. Many failing students are not 
capable of achieving under emotional stress. It is 
difficult to provide alternative rewards when the grade is 
perceived as the one legitimate reward of the school system. 
Competition is another factor that could create 
excess tensions. Biehler (1974) suggested some ways to 
minimize the negative aspects of competition and to reduce 
excessive tension or anxiety: 
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(1) Encourage students to compete against them¬ 
selves . 
(2) Have each student set his/her own goals and 
keep a private progress chart. 
(3) Try to give each student some experience with 
success by arranging situations in which all 
students have a fairly equal chance in a variety 
of situations. 
(4) Make use of group competition that stress fun 
rather than winning. 
(5) Keep a separate folder for each student rather 
than a grade book that indicates only relative 
performance. 
It has been suggested that students will be more 
receptive to instruction and will profit more from it if 
they feel safe and relaxed, have a sense of belonging, and 
experience self-esteem. These students’ needs have great 
impact on attitude toward learning, desire to achieve and 
thus, on the students' self-concept—his/her feeling of 
importance, of acceptance, and of success. 
Teacher Expectations 
Carew and Lightfoot (1979) stated that teachers do 
treat individual children differently. According to the 
authors, this fact is not due to dislike or prejudice. 
Teachers may behave as they do because they perceive their 
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students as having different needs, temperaments, and 
abilities. There is certain student behavior that teachers 
prefer and encourage when students behave in a way a 
teacher expects. The teacher may treat them in a more 
pleasant, friendly, and encouraging manner that at the 
same time will help students to perform better. 
Teacher behavior either facilitate or retard 
student motivation, and researchers are most concerned with 
the debilitating effects of low motivation. Dusek (1983) 
indicated that teachers' expectancies regarding pupils* 
intellectual capacities affect teachers' behavior in 
predictable ways. Teachers will interact with students in 
a different manner depending on their expectations. 
Prior to the publication of Pygmalion in the 
Classroom by Rosenthal and Jacobson (1968), research 
studies concluded that inter-personal self-fulfilling 
prophecies could occur, at least in laboratory settings. 
Rosenthal and Jacobson's report generated many debates 
among scholars, especially because of its methodology. 
Pygmalion in the Classroom considered the proposition 
H;hat favorable teacher expectation could lead to an 
increase in the intellectual competence of students. The 
study took place in a California lower-class community. 
Students in some classrooms were labeled as low or high 
expectation students as a result of an intelligence test 
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given. The purpose was to increase teachers' expectations 
based on the test score. Teachers were asked to describe 
the behavior of their students. Those students in whom 
intellectual growth was expected were described as having 
a significant better chance of becoming successful in the 
future, as significantly more interesting, curious, and 
happy. There was a tendency, too, for those students to 
be seen as more appealing, adjusted, and affectionate, and 
as less in need of social approval. The students in whom 
intellectual growth was expected became more intellectually 
alive and autonomous, or at least were so perceived by 
their teachers. Those who gained more intellectually 
among those undesignated students, were not rated more 
favorably by their teachers. The students were regarded 
as less well-adjusted, as less interesting, and less 
affectionate. The authors explained the results of the 
study in terms of the self-fulfilling prophecy effects on 
teacher exepctations. 
Cooper and Good (1983) indicated that a self- 
fulfilling prophecy occurs when ". . .a false definition 
of the situation evoke(s) a new behavior which makes the 
original false conception come true." (p. 5) Once an 
expectation is held, an individual will tend to act in 
such ways that are consistent with the belief and 
eventually his/her actions may cause the expectations 
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to become true. Self-fullfilling prophecy has been 
considered one of the most significant forms of teacher 
expectation effects. This is true because it leads to 
observable changes in student behavior. 
Research has indicated that when teachers have a 
sense of personal efficacy and knowledge of effective 
teaching practices for students of various ability levels 
the students tend to respond to a positive manner. When 
teacher expectancies are low and they do not feel they can 
succeed at teaching low skill—level students, the students 
tend to respond in a negative fashion and learning does 
not take place. This is a factor that has been affecting 
the way teachers treat different students, including 
ethnic group, language variation, and socioeconomic 
status. Students are smart enough to perceive their 
teachers expectations and in many cases, regarding their 
intellectual capacity, they come to perform in the way the 
teacher expects. This is called self-fulfilling prophecy. 
Bahad, Jacinto, and Rosenthal (1982) discussed 
"Galatea” and "Golem" effects of teacher expectancy. In 
theory, the positive ("Galatea effects") requires the 
teacher to consistently project positive expectations in 
the process of instructing students. This process should 
produce more positive outcomes than comparable instructions 
presented more neutrally. The negative ("Golem effects ) 
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is associated with low teacher expectancy. Low teacher 
expectancies have a delitating effect on students' 
motivation to learn when the teacher believes low 
expectancy students cannot improve their performance. When 
teachers communicate this low expectancy attitude, efforts 
directed toward helping students improve their performance 
will be invalidated. In regard to helping high school 
students improve their academic achievement so they can 
meet the standard for participating in' extracurricular 
activities, teacher expectations must be improved so that 
a positive self-fulfilling prophecy will occur. 
When a teacher leads low expectancy students to 
conclude that their failures are due to lack of ability and 
there is little that can be done to turn future failures 
into future successes, the students may then label them¬ 
selves as failures. Purkey (1970) stated: 
A student who considered himself a failure at school 
will reject or distort evidence which contradicts 
perceived self, no matter how helpful it may appear 
from another person's point of view. The child is 
active in maintenance of the self picture, even if 
by misfortune the picture is a false and unhealthy 
one. (p. 11) 
Glasser (1971) pointed out that negative reinforce¬ 
ment, in the form of punishment directed at the student 
for maintaining the self, does little good, and in fact, 
does a great deal of harm. Interventions should be 
designed to help students to dissociate their assessments 
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of their current level of performance from their future 
expectations or which will allow the students to use their 
assessments of their current level of performance in 
selecting academic tasks of the appropriate level of 
difficulty to insure success. Teachers should not 
interpret the students' failures as stable and predictive 
of continued failure and incompetence. Instead, it is 
important that teachers believe they can intervene and 
provide affective experiences to motivate the students to 
assess the value or importance of mastering a given 
activity. 
Weiner (1972) proposed that attributions of success 
and failure influence a student's effective responses to 
achievement task as well as a student's interpretation of 
the meaning of success or failure for a student's self- 
concept. He argued that attributing success and failure 
internally magnified the associated effect. Ruble et al. 
(1976) supported Weiner's theory that students feel best 
about successes attributed to their abilities and efforts 
and feel worse about failures attributed to a lack of 
effort and/or ability. Lerman (1979) has identified a 
broader link between attributions and effective responses. 
He founded that attributing a student's success internally 
leads to feelings of pride, satisfaction and competency, 
while attributing them externally leads to feelings of 
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gratitude and surprise. Attributing a student's failure to 
internal causes leads to feelings of guilt, resignation, 
and regret. Covington, Spratt and Omelich (1980) have 
predicted that if task at school are designed such that 
increasing student level of effort does not produce 
success that low ability students will stop trying. The 
low ability students will also devalue the importance of 
the activity as a means of coping with the negative 
response of the teacher. Teachers wishing to avoid the 
"Golem" effects will have to make a special effort to 
motivate the low skill level students. 
Literature provides ample evidence of the 
importance of teacher expectations and student achievement, 
behavior and desire to learn. Consequently, attention 
should be paid to this factor when dealing with students' 
failure or success in school as measured by grading and 
grades. 
Students' Participation in Extracurricular Activities 
Throughout a period of rapid changes and challenges 
for the youth, school has remained as a main component in 
their lives. Nowadays youth in America face a lot of 
problems and changes that most of the time interfere with 
social development and performance in school. People 
concerned about this reality tend to see extracurricular 
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activities as a mean of helping students to improve their 
social development as well as motivating them to do better 
in school. 
Data in Goodlad’s study (1984) suggested that schools 
have not changed much in their neglect of the physical 
abilities relevant for sports most played by adults. Trent 
(1987) conducted a significant study which collected data 
from a national sample of tenth graders in the 1980 "High 
School and Beyond." This survey was sponsored by the 
National Center for Educational Statistics. It obtained 
information about students' family background and also pro¬ 
vided a series of questions concerning students' general 
sense of well-being, satisfaction with school, self-esteem 
and sense of opportunity. In addition, the study provides 
data on a number of important types of school experiences 
and involvements. It provides measures of extracurricular 
participation, satisfaction with school, sense of personal 
well-being, feelings of efficacy and self-esteem. It also 
considered the relative importance of school performance 
and participation in school activities for summative 
measures of general well-being, feelings of efficacy and 
self-esteem. Bailey in Goodlad's book (1984) stated: 
Surely, the education system has no higher function 
than to help people to have creative engagements with 
the world of the free self. For if the world of the 
free self is appropriately cultivated, its 
felicitous admixture of playfulness, concentration, 
and socializing can affect, infect and help to 
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liberate the worlds of work and coping. The free 
self then becomes not a mere segment of existence 
but a quality of existence. (p. 242) 
Trent (1987) argued that a formidable way in which 
youth culture is influenced by schools is through their 
formal extracurricular program. The nature of the extra¬ 
curricular program varies according to student age, size 
of school and affordability, but generally consist of 
activities including athletics, hobby clubs, and honorary 
clubs. Data from this 1987 survey revealed that responses 
for self-esteem question, school racial composition, peer 
relationships and participation in extracurricular 
activities were significant. Students reported negative 
responses regarding their satisfaction with school life. 
Feelings of boredom and the lack of complimentary remarks 
from school personnel were outlined. Scales measuring 
self-esteem with sex and race indicated that White high 
school females and Black high school males have the most 
difficulty in maintaining a positive self-image. Data 
showed that females get in less trouble and receive 
better grades can be a result of society's expectations 
where females are expected and encouraged to do better. 
Silberman (1970) has indicated that the behavior 
demanded in the American school is more feminine than 
masculine. Zach (1973) conducted a study dealing with 
for male and female. The norms of teacher expectation 
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behavior of males differ considerably from those typical 
for females and these norms are traditional. Race 
differences were most important for questions concerning 
students' sense of opportunity or personal control of 
one’s environment. Trent (1987) stated that: 
On the scale of control of environment, the average 
Black is about one-third standard deviation below 
the average White, which means that only about thirty— 
-five percent of Blacks are above the White average 
on this measure. Apparently, due to continuing 
discrimination and unequal opportunities, Black 
students face the future with less optimism and 
confidence that their efforts will pay off. Blacks 
are more likely to report they like to work hard in 
schools, but are less likely to report they are 
satisfied with the way their education is going. 
This is consistent with an image that Blacks, more 
than Whites, find the usual school work to make sense 
for their goals but are less satisfied that their 
education is fulfilling these desires. (p. 11) 
The author made some generalization in terms of 
school effects on students well being, control of environ¬ 
ment and self-esteem. He concluded that life in school 
affects students sense of satisfaction and happiness and 
students' sense of well being is upgraded when they have 
the opportunity to participate in extracurricular 
activities. 
Academic success is a major influence on students' 
sense of well-being, self-esteem and feelings of efficacy. 
The rewards for academic achievement in school are only 
one element of the range of human competencies that will 
be required and recognized in adult life, many students 
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seem to have few opportunities for going beyond academic 
success as a major source of their perceptions of them- 
selves and their future. 
Research intended to shed light on the role of extra¬ 
curricular activities conducted by Yarworth and Gunter 
(1974) found salutary effects for such participation on 
self-esteem. Studies conducted by Crain (1982) regarding 
desegregated schooling contexts provided some empirical 
evidence that encouraging student participation in, and 
administrative, faculty, and parental support of racially 
mixed extracurricular programs can be a valuable means for 
reducing tensions. 
Parelius and Parelius in Trent (1987) recognized the 
importance of participation in extracurricular activities. 
They identified four purposes to be served by extracur¬ 
ricular activities: to channel youthful energy into 
approved directions; to promote cohesion within and between 
schools and communities; to provide alternative means of 
achievement and success experiences for less academically 
inclined students; and to provide less formal contexts in 
which a more heterogeneous group of students may interact 
with one another and/or with teachers and administrators. 
Coleman (1961) in his study of adolescent subcultures 
in high school found evidence that teachers often reported 
participation in extracurricular activities as counter¬ 
productive to the academic mission of the school. 
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Students who participated in varsity sports were 
generally highly regarded by their peers, more so than if 
they were stand outs in scholarship. Only in schools 
sending most graduates to college were good grades alone a 
sign of high status among students. 
Today's High Schools 
Our society has experienced a lot of changes that 
reflect in our schools, especially at the high school 
level. After more than a decade of neglect, education 
has become a national priority once again. Leaders have 
united in order to bring about school improvements. The 
1983 Report of the National Commission on Excellence in 
Education, A Nation at Risk, and the many reports that 
followed have drawn public attention to secondary educa¬ 
tion. There is a concensus in terms of the fact that 
education is the primary means for improving the life for 
each person. Although family background makes some 
difference, effective schools have enabled students to be 
responsible for their own success. Some people even 
think that school itself is responsible for educational 
success or failure. However, the societal shift toward 
conservation has forced schools to function with fewer 
options. 
In 1954, Chief Justice Earl Warren expressed the 
concern of the Supreme Court regarding public attention 
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in the famous Brown vs. Board of Education: "Today 
education is perhaps the most important function of state 
and local governments. . . It is the foundation of good 
citizenship." We all know that education for citizenship 
means that children should be able to raise their 
expectations for a democratic future. However, too many 
of our students do not know their rights. They have been 
running hurdles set up by other people. On their own, 
many students do not possess the resources for making 
meaningful choices or establishing values to live by, 
neither to make wise decisions nor to stay with them. 
In an attempt to provide an accurate picture of our 
high schools, studies dealing with urban schools were 
reviewed. A report to the Massachusetts Department of 
Education (1988) has recognized that 
Secondary education in Massachusetts does not serve 
all students equally well. Urban, poor, and 
minority students are more likely to drop out of 
school before graduation and less likely to master 
skills and knowledge essential to full participa¬ 
tion, as adults, in our society, economy, and 
political order. Female students are less likely 
than their male classmates to participate in high- 
payoff vocational programs. (p. 7) 
Urban schools face complex challenges that many of 
the educational professionals within their walls find 
confusing and often unrelated to their particular 
training. Some commonalities were found among the schools 
—relatively orderly: teachers and administrators 
are in control. 
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schools are safe, well maintained physically, 
comfortable places to be in. 
—the environment outside of the schools can be 
unsafe: violence, crime and drug problems are 
visible. 
students in general show appropriate respect for 
teachers and administrators. 
—students are responsible enough in class, 
providing a reasonable climate for teaching/ 
learning. 
—independence for developing a curriculum does not 
seem to be available. 
—choice of textbook and materials are limited. 
—too often these goals have no meaning at the 
individual schools. 
—goals are established citywide. 
--some policies appear inappropriate. 
—there are limited opportunities for professional 
growth. 
Schools serving low income and minority neighborhoods 
compete for attention with a variety of other sources of 
excitement since urban streets are full of alternatives. 
Seventy percent (if not more) of the students hold part- 
time jobs, and in some instances, full-time jobs. For 
of these students, school is not the central focus of many 
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attention. Some schools have emphasized athletics and 
socially oriented clubs in an attempt to maintain 
interest m the school. Nevertheless, some large schools 
have experienced a decline in participation in social 
activities and athletic events. 
Considerable attention is also given to culturally 
oriented courses dealing with minority groups enrolled in 
the school. Yet Black studies and bilingual/bicultural 
programs have aroused controversy and not always smoothed 
the way for minority students. However, significant 
interaction across racial lines has seldom occurred in 
urban settings in the 1980’s. Parents raise children by 
themselves and have little time for school affairs, 
especially at the secondary level. 
Students seem to be quite practical in their orienta¬ 
tion to school. They expect to receive the help necessary 
to be successful in the immediate future. If the 
curriculum does not apply to the students' reality and/or 
interests, if there is an alien or hostile classroom 
environment, or an attitude of neglect, it can be far.more 
destructive than the absence of a competent program. 
Students need the social awareness and sense of 
possibility that comes from personal involvement and 
commitment. In urban settings, students need positive, 
first-hand experience with a supportive learning 
community to overcome some negative signals from the 
larger society. 
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Most students attending urban schools were teachable, 
desirous of an orderly environment, interested in and 
caring about social relationships, generally responsible, 
searching for identity, concerned about fairness, and 
wanting those in the schools to care about them as 
individuals. On the other hand, in urban communities there 
is a belief that young people, especially those in high 
school who belong to any minority group, are to be feared. 
Urban high schools are struggling with enormously complex 
racial issues, students" learning disabilities, students' 
lack of interest, dropouts, teachers' expectations, lack 
of parental support, and so on. 
Minority student population has expanded significantly 
since 1970, and yet some administrators and teachers are 
not ready to deal with this fact in a positive way. In 
some urban high schools experiencing this change in terms 
of school population, many teachers viewed schools quite 
negatively in comparison to a presumed golden age in the 
1950's. Because urban schools enroll disproportionally 
large numbers of low-income and minority students, 
negative expectations of class and race reinforce each 
other. A fairly large number of students drop out of 
school every year, while average attendance has declined 
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m the 1970’s and 1980’s. Tracking is common in urban 
settings, and minority students are more likely to be 
assigned to lower ability classes. On the students' side, 
day-to-day classroom behavior are affected by students' 
own belief about their abilities and their perceptions of 
their prospects for academic success. 
Urban high schools have added options and programs 
but still have difficulty engaging the attention of all 
their students. Although public education has steadily 
increased graduation rates during the twentieth century 
till 1970, recently number of early leavers from high 
school has increased. Again, while the qualitative 
characteristics of many graduates have increased, some 
graduate with few marketable skills and little evidence of 
facility in reading, writing and computation. Our 
youngsters, regardless of race, gender, or social class, 
are at risk. 
The effects of economic inequity, racism, and sexism 
make schooling more difficult for many urban students. 
Some students have little hope and/or confidence in the 
gratification that education promises for today's life. 
Educators find it hard, if not impossible, to motivate 
these students. Dropouts have a devastating impact on 
urban life. Although many students leave school in order 
to work, more than fifty percent of dropouts are unemployed 
or receiving welfare assistance. Sixty percent of the 
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prison inmates are high school dropouts and more than 
eighty percent of pregnant teenagers are also high school 
dropouts. 
Kunisawa (1988) has identified some characteristics 
of today's dropouts: 
—low income or poor background 
—very low academic skills 
minority groups background 
their parents are not high school graduates or are 
no interested in their child's progress in school 
—single-parent family 
^n&lish is not their first language 
dropout is higher among males 
r?a‘*‘es are more likely to leave school to get a job 
females tend to drop out in order to have a child 
dropouts are usually bored or behind in school 
—dropouts perceive themselves as failures in the 
school culture and are usually alienated from 
school. (p. 62) 
By far the highest proportion of early school leavers 
occurred among minority groups. Almost one in four Black 
students did not finish with a high school diploma by 
age nineteen. 
Ten states having ethnic minority enrollments that 
exceed 25 percent of the student population have been 
identified as having the highest dropout rate. According 
to Kunisawa (1988) these states are 
Louisiana 
Alabama 
Florida 
New York 
Mississippi 
Georgia 
California 
South Carolina 
Arizona 
Texas 
43.7% 
39.7% 
37.8% 
37.8% 
37.6% 
36.9% 
36.8% 
35.5% 
35.4% 
35.4% (p. 64) 
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The three leading cities are: East Los Angeles, Boston, 
and Washington, D.C. (p. 65). In this technologically 
complex and culturally diverse society, the educational 
system has failed to educate members of minority groups. 
All educators and decision makers should understand 
the complexity of the problem, stop blaming the victims, 
and undertake alternatives to solve the problem which 
seems to be aggravated by the many socioeconomic problems 
in urban settings: Family stress, social alienation, 
and cultural dislocation intrude on schools and require a 
multi-faceted response that create some sense of respect 
and community for students. Setting even higher standards 
and more stringent requirements will scarcely encourage 
school enrollments. 
Based on the researcher's involvement with students 
and staff members, it is evident that students are open 
and eager to share their views of what life is like in 
the schools. They are more accepting of institutional 
authority than they were a decade ago. Students are less 
optimistic about the future. They view high school 
programs from a vocational perspective as a means for 
further schooling or job skills, rather than as 
opportunities for personal exploration. Students are 
more materialistic. For many students, school is not 
the central focus of their lives. This fact creates a 
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number of frustrations for students themselves, teachers 
and administrators. 
School spirit rises and falls as students become in¬ 
volved in extracurricular activities or focus on their 
personal concerns. In the school where this study was 
conducted, higher standards for participation increased 
the number of students who were ineligible 
Drugs have also taken a part in today's real student 
life. Its use remains fairly common among students. Yet, 
administrators and teachers indicate the associated 
problems have declined. There is a greater awareness of 
potential drug difficulties and more willingness among 
students to accept assistance. 
A new health problem, AIDS, has arrived into 
American life. The magnitude of the problem has forced 
everyone to be alert and educated about it. Yet, no clear 
conclusions have been drawn and it remains a very scary 
and complicated topic. Education has been used as a 
vehicle to distribute information regarding AIDS. How¬ 
ever, in some school districts, curriculum is still in 
the process of being developed. In some conservative 
societies, people are still reluctant to participate in 
educating our youth on the realities of AIDS. 
Schools maintain an open battle with many factors 
that affect student interest in schools. Factors such as: 
drugs, teenage pregnancy, students' part-time and 
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full time jobs, low teacher expectations, one-parent 
families, boredom, and inflated grade stnadards, which 
lead to exclusion from participation in extracurricular 
activities. These have been cited as some causes for 
students' dropout from school. 
Increasing numbers of students experience 
difficulties with reading, writing, and mathematics. 
Some students have been permitted to go through elementary 
and junior high schools being functionally illiterate. 
Once they get to high school with these difficulties, 
they are penalized and not allowed to participate in 
extracurricular activities since they are not able to 
meet the requirements for such participation. Students 
may not remain in school because of these difficulties. 
Our schools offer a general, but not too challenging 
program of study that provides a high school diploma. 
These special programs do not address skill 
deficiencies and our general graduates tend to be unskilled. 
As a consequence, some tend to be unemployed. Some 
school systems have been sued because students were per¬ 
mitted to graduate even though they proved to be func¬ 
tionally illiterate. Most students are responsible, 
desire to become competent individuals, caring of other 
students, and fairly open to learning. Students perceive 
that teacher expectations are generally not very high. 
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Students would do more if the demands were made understand¬ 
able and were followed up consistently by teachers. 
Many students feel that teachers do not care about them. 
Students desire a larger adult role in the schools and 
their communities. Providing them with a constructive 
experience is a challenge for the school. 
Based on the author's first hand experience as a 
teacher and informal counselor for students, participation 
in extracurricular activities is a major ingredient in 
promoting factors such as motivation, self-esteem, and 
interest to remain in school. Students have indicated 
that participation in extracurricular activities help to 
create a positive self-image because they would feel 
needed and part of the school. One basketball player 
indicated that being a part of the team was the only 
exciting and enjoyable thing he did in school. A member 
of the girls' track team, who consistently placed first 
in the javelin throw, expressed her joy by announcing, 
"even a fat girl can participate and win in track." 
Participating in extracurricular activities tend to 
motivate students to seek new adventures. However, some 
students have indicated that they do not participate 
because there are so few choices. To meet this challenge 
the school should extend the list of extracurricular 
activities being offered. The activities should have a 
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significant purpose and interest the high school student. 
Such anecdotal evidence does not prove that extra¬ 
curricular activities will keep students in school. How¬ 
ever, it does indicate that for many individuals that 
participation in extracurricular activities is effective 
and necessary. 
Conclusions 
Students may face a situation where school becomes a 
main source of their personal satisfaction and 
dissatisfaction. Thus, students' perceptions of school 
may overwhelm their role in schools. The review of the 
literature provided ample evidence of the importance of 
grades and grading in the social development and school 
performance of students. Some aspects have been 
identified as determinants in the evaluation process of 
the students. Student grades do serve some useful pur¬ 
poses, but no system is without faults. Even on a 
pass/no record system, certain standards are always 
needed. Factors such as students' self-esteem, 
motivation, interest in learning and remaining in school, 
as well are teachers' expectations, are variables to be 
considered when dealing with students' evaluation. 
Grades and grading are part of such evaluation. 
Students' participation in extracurricular 
activities is valuable. However, in a situation where 
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students’ participation is limited because of standards 
sot in a school system, the results can be counter¬ 
productive. Students who have not performed well in 
school are subject to another "limitation": participation 
in extracurricular activities. This review of the 
literature may enlighten those decision makers who are 
concerned with the growth and development of our students. 
The idea should not be to limit students' participation, 
but to expand the choice of activities and to provide 
whatever is needed to ensure equal educational 
opportunities for all students. 
CHAPTER III 
METHODOLOGY 
This chapter presents the research procedures used 
in the study. It is divided into seven sections including 
a rational for the study, description of the site, the 
population, instrumentation used for data collection, the 
procedure followed for data collection, and the process 
used in data analysis. 
Rationale for the Study 
Public attention to the eligibility for athletic 
teams and extracurricular activities at the senior high 
school level prompted the researcher to focus attention 
on that issue and to develop a questionnaire survey in 
order to collect relevant data regarding to students' 
attitudes and general perception of the new grading 
policy and its effects on their behaviors. The business 
senior high school in the school district was the most 
affected by the new grading policy. 
Site of the Study 
The study was conducted at the business senior 
high school in Springfield, Massachusetts. In 1984 this 
particular school district drastically revamped its long 
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standing policy and academic requirements for 
participation in athletic teams and other extracurricular 
activities. The new policy requires all students involved 
in extracurricular activities to receive a "C" or higher 
mark in each major subject, with no failure in any 
subject. (Table 1, page 84, illustrates the academic 
eligibility for extracurricular activities.) 
As a result of the new grading policy, the business 
senior high school in the school district could no longer 
attract enough students for the boys' football and soccer 
teams. Boys' basketball could no longer field a junior 
varsity team. The girls' varsity basketball team was 
reduced to such a small number that it could not complete 
the season. The girls' junior varsity basketball team was 
eliminated. This situation seemed to create a negative 
feeling among students as they verbally addressed the 
researcher on many occasions. 
According to the 1980 Census data, the City has a 
population of approximately 154,896 inhabitants. Out of 
this number, 25,219 or 16.28 percent are Black; 115,873 
or 74.81 percent are White; and 13,803 or 8.71 percent are 
of Hispanic origin, mainly Puerto Rican. 
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Table 1 
Academic Eligibility for 
Extracurricular Activities 
SCHOOL NAME: 
PREPARED COURSES: UNPREPARED COURSES: EXTRA-CURRICULAR 
ACTIVITIES: 
List those courses in 
your school that will 
be used to compute the 
"C" average to 
determine academic 
eligibility. 
List those courses in 
your school that must 
obtain a grade above "K" 
to be granted academic 
eligibility. 
List the activities 
in your school which 
will require academic 
eligibility for 
participation. 
English Art General Organization 
Science Band Student Council 
Social Studies Chorus Class Officers 
Foreign Language Home Management-Interior Executive 
Mathematics Design Caduceus 
Typewriting 
Accounting 
Stenography 
Transcription 
Tord Processing 
Data Processing 
Clerical Accounting 
Business Practice 
Marketing 
Business 
Management 
Law 
Office Practice 
Economics 
Physical Education National Honor Society 
Concert Choir 
Drama Club 
All Athletic Teams 
Cheerleaders 
Comments/special considerations/weighting, etc. 
Due to the nature of the curriculum at the site of the study, both prepared 
and unprepared courses in the following departments will be counted toward 
figuring the "C" average: 
English Business 
Science Secretarial 
Social Studies Foreign Language 
Mathematics 
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The Student Population 
The population of the study consisted of approxi¬ 
mately one thousand senior high school students from the 
business senior high school which was the most affected by 
the new grading policy and academic requirements for 
participation in extracurricular activities. Out of the 
one thousand questionnaires, 743 or 74 percent was 
considered usable. The 257 or 28 percent considered 
unusable were disqualified for the following reasons: 
they were returned with either too many incomplete 
sections for demographic data or too many items were 
missed on the second part of the questionnaire which was 
designed to collect data on the students' general 
perceptions/attitudes toward the new grading policy. The 
743 usable questionnaires represented fifty percent of the 
school total population. 
In 1986, the school enrolled 1,339 students. Three 
hundred ninety-one or 29.20 percent were White, 536 or 
40.03 percent were Black and 412 or 30.77 percent had 
Spanish surnames. The total distribution of the school 
population by gender was 496 or 37.04 percent male, and 
843 or 62.96 percent female. Five hundred eighty-six 
or 43.76 percent were in tenth grade, 436 or 32.56 percent 
were in eleventh grade; and 317 or 23.68 percent were 
seniors. (See Tables 2 and 3 pages 87 and 88). 
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Table 3 
School Population-Distribution by Grade* 
Grade Boys Girls Total 
10 213 373 586 
11 172 264 436 
12 111 206 317 
Total 496 843 1339 
*As provided by the principal. 
Schools in the district have been facing a problem 
with students' absenteeism. In the business senior high 
school, freshmen seemed to be more likely to be absent 
from school. Absenteeism is one of the major reasons for 
eventual dropouts from school. This fact can be an 
explanation for the declining numbers of students in 
each grade as Table 3 above shows. 
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The Study 
The study was designed according to the following 
four research questions: 
1. What students are most likely to be affected by 
the new grading system? 
2. What are the students' perceptions of the grading 
system and its impact on students' motivation? 
3. How do students perceive the grading system and 
its impact on their self-esteem? 
4. How do students perceive the grading system and 
its impact on their interest to remain in 
school? 
Instrumentation 
A survey instrument was utilized to gather informa¬ 
tion needed to answer the four research questions stated 
as the purpose of the study which are the base for the 
present study. 
The first step of the questionnaire construction 
process involved a review of the problem, the purpose of 
the study with its research questions, and questionnaires 
which have been previously used in similar studies. The 
scale consists of five possible answers or responses 
(1) Strongly Disagree, (2) Disagree, (3) Undecided, (4) 
Agree, and (5) Strongly Agree. The researcher developed 
the questionnaire following the principles for Likert 
Rating Scale. 
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The students' questionnaire concerned the development 
of items which would determine students' attitudes/ 
perceptions toward the school district grading system. In 
order to accomplish this, a number of items were developed 
for each category or variable considered in the purpose 
of the study. 
The rationale for the questions used to gather the 
data was based on the author's perceptions of the 
frustration, confusion and anguish which students expressed 
in informal settings. The NAACP's involvement surfaced as 
a result of the poor academic achievement on the part of 
the minority students who were participating in extra¬ 
curricular activities. However this organization assumed 
that students who were not performing well academically 
while participating in extracurricular activities would 
improve academically if they were excluded from such 
participation and used participation time to study. In 
addition, the NAACP recommended that the standard for 
participation be raised thus placing more pressure on 
those students who were already having difficulty meeting 
the old requirements for participation. 
The author felt that the anxiety level demonstrated 
by the students was excessive and seemed to be related to 
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their self-esteem and motivation. By asking how students 
perceived the grading system and its affect on their 
participation in extracurricular activities, the researcher 
hoped to learn how and why students would respond to the 
higher minimum requirements for participation. 
The questionnaire has three sections: the first is 
designed to provide the essential demographic data on age, 
sex, ethnicity, program of study, and students' status as 
related to participation in extracurricular activities. 
The second section is arranged in a way that a Likert 
type scale response is used to measure students' 
attitudes/perceptions of the new grading system and its 
effects on their behaviors. The last section is an open 
question that will provide for students' recommendations 
to improve the present grading system. 
Instrument Field Testing 
Prior to the form actually being put into use, it 
was tested with twenty-two students who had no 
opportunity to participate in the study, since they were 
not enrolled in any physical education class, but at the 
same time represented the school population. Out of 
these twenty-two students, five or 22.73 percent were 
White; 14 or 63.64 percent were Black; and three or 13.63 
percent were of Spanish origin. Out of the twenty-two 
students, 13 or 59.09 percent were female and nine or 
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40.91 percent were male. Six student or 27.27 percent 
were in tenth grade; three or 13.64 percent were in 
eleventh grade; and 13 or 59.09 percent were in twelfth 
grade. Eight students or 36.36 percent were enrolled in 
College Prep program; 14 or 63.64 percent were in Business 
program; and there was no representation of the Career 
program. 
Students were asked to read the instructions and 
make comments and suggestions which they did, both 
verbally and written, as how the instructions could be 
changed to be more clear and effective. Then, they were 
asked to answer the items included in the questionnaire 
and make notes or comments on those items that were not 
clear or created any difficulty. It took the students 
an average of nine minutes to answer the questionnaire. 
After these comments and suggestions were noted, the 
form was revised. The revised form as follows on pages 
93-96 was used to collect data from the students. 
Data Collection 
Permission to conduct the research study was 
obtained from the Superintendent and the Principal of the 
business senior high school involved in the study. One 
thousand thirty-seven letters were sent to students’ 
parents requesting permission for their children to 
participate in the research study. One thousand parents 
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agreed and gave permission for their children to partici¬ 
pate in the research study. 
Students' general perceptions/attitudes toward the 
new grading policy and its effects on their behavior were 
measured by using a Likert Rating Scale. The questionnaire 
was administered to the students during their Physical 
Education class at different periods during a week. 
Data on each student was collected from the survey 
questionnaire. A total of 743 usable cases were 
generated (i.e., data on each student comprised a single 
case). The data on each student was coded, formatted and 
then, directly entered into the computer at the University 
of Massachusetts at Amherst. 
An additional questionnaire was developed in order 
to collect relevant data on the extracurricular advisor's 
attitudes/perceptions regarding the new grading system. 
Twenty-five questionnaires were sent to some of the 
extracurricular advisors at the site of the study. 
Seventeen respondents returned their questionnaires. 
Their answers were analyzed individually and grouped 
according to the frequency of answers. The results 
are presented in a descriptive way. Following is a copy 
of the survey: 
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Extracurricular Advisor's Survey 
Would you, please, take some minutes from your busy 
schedule and answer the following questions. Thank you. 
1. What effect has the implementation of the new grading 
policy had on student participation in specific 
extracurricular activities? 
(a) increase_ (b) decline_ (c) no effect_ 
2. Are services provided in the school to assist students 
in becoming eligible for participation in extra¬ 
curricular activities? 
(a) Yes_ (b) No_ 
What are they?_ 
3. Are the students aware of the availability of these 
sources that would assist them in becoming eligible 
to participate in extracurricular activities? 
(a) Yes_ (b) No_ (c) Uncertain_ 
4. If the answer to Question Number 3 is Yes, to what 
degree is the student aware of the services? 
(a) very high_ (b) high_ (c) average_ 
(d) low_ (e) very low_ 
5. Do you think the new grading policy is fair to 
students? 
(a) Yes_ (b) No_ 
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6. Comments: 
Data Analysis 
All calculations were completed by utilizing the 
Statistical Package for Social Science (SPSS). Demographic 
information was considered nominal data. Frequency 
distributions were generated for these categories. The 
first step was to generate frequencies for all categories. 
Statistics computed were mean, mode, median, standard 
deviation, and analysis of variance. The second step 
was to determine correlations among variables. 
Responses to the third section, the "open-ended" 
item of the questionnaire have been collected and grouped 
in a descriptive rather than in statistical format, since 
answers varied considerably. Questionnaires were 
examined individually and classified in different 
categories according to responses. The following 
categories were considered based on the frequency of 
students' answers: 
-the fairness of the grading system 
-teachers and schools' responsiveness for students' 
success and/or failure 
-no responses 
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Salient comments are presented in the analysis of the 
data. 
The last section on the advisor's survey provided 
an opportunity for advisors to express their feelings 
regarding the new grading policy. Having enjoyed a 
mutually satisfactory relationship throughout twenty-four 
years of teaching and coaching with students, colleagues, 
and administration, the author was in an advantageous 
position to obtain candid responses from those advisors 
engaged in extracurricular activities. Additionally, the 
reciprocal trust allowed for free-flowing expressions. 
From the informal discussions, the author concluded that 
the consensus of advisors of extracurricular activities was 
that student self-esteem and motivation are enhanced 
through participation in extracurricular activities. 
Probably such expressions occurred more often among coaches 
who worked with some students who seldom received praise 
for their academic performance. 
Chapter IV deals with the results and the analysis 
of the data. It will discuss the participants' demography, 
students' general perceptions/attitudes of the new 
grading policy, and the data analysis. It also discusses 
information on the advisor’s survey. A summary of major 
findings will complete the next chapter. 
CHAPTER IV 
RESULTS AND ANALYSIS OF DATA 
This chapter presents the findings of the study and 
the discussion of such findings in four subsections. The 
first subsection contains a description of the sample and 
their responses on the demographic items of the 
questionnaires. These sample characteristics will be 
compared to the population of students at the site of the 
study. The second subsection will consist of a series of 
crosstabs (chi square) analysis of student characteristics 
directly related to question 1 (students most likely to 
be affected by the grading system). 
The third subsection consists of a series of 
descriptive and inferential analysis of the questionnaire 
responses, particularly as they relate to ethnic group 
and gender differences in questionnaire responses. These 
will be related directly to the second, third, and fourth 
questions addressed by the study. The last subsection 
describes and briefly summarizes the comments students 
and advisors wrote on the questionnaire. 
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Description of the Sample 
To obtain a better understanding of the data, it is 
important to look at a profile of the population involved 
in the study constituting 743 respondents. 
Table 4 contains numbers and percentages of students 
who fell into the various subgroups of ethnic group, gender 
level, program of study, activities, participation 
exclusion, and grade-point average (GPA). Note that these 
are self-reported data. 
Ethnic Group: The largest group of the sample was 
Black, followed by White and Hispanic with approximately 
equal representation. The percentages closely mirror 
those in the entire population where 39.3 percent are 
Black, 30.8 percent are Hispanic, 29.2 percent are White, 
and 0.7 percent other. 
Gender: Approximately 67 percent were female and 
33 percent male, which again closely fits the population 
values of 63 percent female and 37 percent male at the 
site of the study. 
Grade Level: 10th and 11th were about equal at 
approximately 38 percent each, and 12th lower at 
approximately 23 percent. Compared to the population, 
the sample underrepresents 10th graders (43.8 percent in 
population) and overrepresents 11th graders (32.6 percent 
in population), with the percentage of 12th graders 
103 
Table 4 
The Frequencies of Occurance and Percentages 
for Sample Characteristics from 743 Questionnaires 
Category Total (Valid Cases) 
N % 
Ethnic Group: 724 
White 
Black 
Hispanic 
Other 
Gender: 732 
Female 
Hale 
Grade Level: 730 
10th 
11th 
12th 
Program of Study: 732 
College Preparation 
Business 
Career 
Activities Participation: 651 
Athletics 
Subject Club 
Service 
Other 
None 
Participation Excluded: 679 
Athletics 
Subject Club 
Service 
Other 
None 
Grade Average: 656 
F 
D 
C 
B 
A 
100 
100 
100 
100 
100 
100 
100 
Subtotals (Valid 
N 
211 
255 
219 
39 
484 
248 
284 
279 
167 
170 
552 
1 
135 
48 
28 
55 
385 
127 
9 
3 
15 
525 
27 
92 
329 
166 
42 
Cases) 
% 
29.1 
35.2 
30.2 
5.4 
66.1 
33.9 
38.9 
38.2 
22.9 
23.5 
76.3 
.1 
20.7 
7.4 
4.3 
8.4 
59.1 
18.7 
1.3 
.4 
2.2 
77.3 
4.1 
14.0 
50.2 
25.3 
6.4 
•Mean (standard deviation) grade point average equals 2.16 (.888) 
(23.7 percent in population) approximately the same in 
the sample. 
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Program of Study: More than 75 percent were in 
business programs and nearly 25 percent in college 
preparatory programs. Only .01 percent was in a career 
program. This data clearly represents the entire school 
population, since this is the only business school in the 
district. 
Activities Participation: Of those who participated 
in some kind of activity (about 41 percent) over half 
participated in athletics. One hundred thirty-five 
reported participating in athletics. Given the number of 
teams and sports for boys and girls prior to the change in 
grade policy, as many as 240 students (not counting multi¬ 
sport athletes) could have participated. The rest of the 
participants were divided among subject clubs, service 
clubs, and other activities. 
Nearly 60 percent did not participate in any 
outside activity. The major reasons for non-participation 
included jobs, home responsibilities, no one asked them, 
and transportation. 
Participation Excluded: Over 75 percent had not 
been excluded from participation, but many of these had 
not, in fact, participated anyway (see activities 
participation, above). Of those excluded, by far the 
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largest number were excluded from participation in 
athletics, with only a handful excluded from service 
clubs, subject clubs, or other activities. 
Grade Average: About 50 percent rated themselves 
as having a C average, 25 percent as having a B average, 
14 percent as having a D average, and the remainder split 
between A or F averages. The mean GPA, based on the 
student reports, was 2.16, or slightly higher than a C. 
This is close to the actual grades in the school. 
Students' Characteristics Related to Question 1 
What students are most likely to be affected by 
the new grading system? Chi-square and crosstabs were 
done in order to further examine demographic characteristics 
of the sample and to answer the first question addressed 
by the study. Crosstabs were done for all combinations 
of the seven demographic characteristics included on the 
questionnaire. These crosstabs are included in Tables 
5 through 10, without duplication. 
The first set of crosstabs (Table 5) includes 
ethnic group crossed with the six other demographic 
characteristics. Only two of these were significant: 
ethnic group by gender, and ethnic group by activities 
participation. The tables include both observed 
frequencies and expected frequencies so that differences 
can be examined. For ethnic group by gender, White 
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females tend to be overrepresented and Black females 
underrepresented in the sample. In addition, White males 
are underrepresented and Black males are overrepresented. 
Others are in approximately proper proportions. For 
activities participation, Blacks tend to participate 
more often in athletics while Hispanics tend not to 
participate in athletics. 
The second set of crosstabs (Table 6) is for gender 
crossed with the five remaining demographic characteristics. 
Gender crosstabs with activities participation, partici¬ 
pation excluded, and grade average were statistically 
significant. As might be expected, males tend more often 
to participate in athletics compared to females. Also, 
males tend to be excluded from participation far more 
often than females and, not surprisingly given that fact, 
males tend to have grade averages in the D and F ranges 
more often than females. Note that any students who had 
decided to leave school (especially important if they 
left school because of being excluded from participation 
in activities) were not included in the sample of students 
who responded to the questionnaire. Thus, the degree of 
influence exerted by exclusion is not firmly answered 
by this study, only trends and clues can be gathered. 
The third set of crosstabs (Table 7) is for grade 
level crossed with the four remaining demographic 
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Table 6 
Crosstabs of Gender by Other Demographic 
Characteristics, Activity Participation, 
Exclusion, and Gradesfor 743 Questionnaires 
Penale 
N (1) EP (2) 
Hale 
N (1) EP (2) 
Chi- 
Square 
Grade Level: 
10th 184 185.5 95 93.5 
11th 183 184.2 94 92.8 0.25 
12th 113 110.4 S3 55.6 
Progran of Study: 
College Prep 111 111.6 56 55.4 0.01 
Business 367 366.4 181 181.6 
Career (3) — — — — 
Activities Preparation: 
Athletics 71 87.8 62 45.2 
Subject Club 34 57.5 13 16.0 
Service 22 18.5 6 9.5 13.65* 
Other 36 36.3 19 18.7 
None 261 250.3 118 128.7 
Participation Excluded: 
Excluded 77 100.2 70 46.8 
21.62 
Not Excluded 379 355.8 143 166.2 
Grade Average 
P 12 15.1 13 9.9 
0 49 61.3 41 28.7 
C 225 219.8 98 103.2 11.76 
B 25 27.9 16 13.1 
•p ^ .05 
••p ^ .01 
Notes: 
(1) Valid N only 
(2) Expected frequency 
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Table 7 
Crosstabs of Grade Level by Other Demographic 
Characteristics, Activity Participation, 
Exclusion, and Grades for 743 Questionnaires 
10th 
N (1) EF (2) 
11th 
N (1) EF (2) 
12th 
N (1) EF (2) 
Chi- 
Square 
Program of Study: 
College Prep 86 65.5 53 64.76 30 38.8 
• 
Busness 191 211.5 221 210.0 134 125.2 13.82*»« 
Activities Participation: 
Athletics 46 50.7 47 52.1 37 27.2 
Subject Club 15 18.3 17 18.8 15 9.8 
Service 7 10.9 9 11.2 12 5.9 27.32**« 
Other 20 21.5 20 22.1 15 11.5 
None 162 149.2 164 152.8 55 79.65 
Participation: 
Excluded 53 57.5 66 56.6 29 33.8 
Not Excluded 207 202.5 190 199.4 124 119.2 
3.34 
Grade Average: 
F 7 7.1 12 11.9 8 7.1 
D 40 33.1 42 35.6 8 21.3 
C 103 118.8 140 127.6 30 76.6 21.76** 
B 68 60.7 50 65.2 47 39.1 
A 17 15.4 13 16.6 12 10.0 
•p Z. .05 
•*P ^..01 
.001 
Notes: 
(1) Valid N only 
(2) Expected frequency 
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characteristics. Three of the four were statistically 
significant. For grade level by program of study, 
college preparatory students were overrepresented in the 
10th grade, but underrepresented in the 12th grade. At 
the site of the study, tenth graders enroll in College 
Preparatory courses and over the course of the year, if 
they have difficulties, tend to switch their program of 
study to Business, and/or dropout from school. Likewise, 
business students were underrepresented in the 10th 
grade and overrepresented in the 12th grade. 
In the grade level by activities participation 
analysis, the general trend is toward greater participation 
as grade level goes from 10 to 12. The longer students 
are in the school, the more they tend to participate, 
but there is no relationship between grade level and the 
degree to which students are excluded from participation. 
There is, however, a statistically significant result in 
the grade level by grade point average Chi-square. Tenth 
and 11th graders tend to have lower grades than 12th 
graders. This is not surprising in that poorer students 
may tend more often to drop out of school, but, again, 
this seems not to be related to exclusion from participa¬ 
tion in activities. 
The fourth set of crosstabs (Table 8) resulted in 
one significant finding for program of study by activities 
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Table 8 
Crosstabs of Program of Study by Activities 
Participation Exclusion of Status and 
• .Grade Average for 743 Questionnaires 
College Prep. Business Chi- 
N (1) EF (2) N (1) EF (2) Square 
Activities Practicipation 
Athletics 28 27.8 100 100.2 
Subject Club 18 10.4 30 37.6 
Service 8 6.1 20 21.9 17.59** 
Other 19 11.9 36 43.1 
None 65 81.8 312 259.2 
Participation Excluded 
Excluded 33 33.1 117 116.9 
0.0 
Not Excluded 113 112.9 398 398.1 
Grade Average 
F (3) 
D 29 22.4 62 68.6 
C 68 78.5 251 240.5 6.46 
B 40 40.1 123 122.9 
A 14 10.0 27 30.9 
*p .05 
**p X. .01 
•**p^ .001 
Notes: 
(1) Valid N only 
(2) Expected frequency 
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participation. In general, college preparation students 
tend to participate more often than business students, 
especially in subject and other activities. There appears 
to be no difference in athletic participation. 
The fifth set of crosstabs (Table 9) between 
activities participation and the remaining two variables 
resulted in one significant difference between activities 
participation and participation excluded. Students 
participating in athletics tend to be excluded from 
participation far more often than any other group is 
excluded. 
Finally, the sixth set of crosstabs (Table 10) of 
participation excluded and grade average was significant, 
not surprising since grade average is the factor which 
determines whether or not a student will be excluded. 
The analysis of the data provides enough evidence 
to answer question #1 addressed on the study. 
Question #1: What students are most likely to be 
affected by the new grading system? 
Answer: They tend to be athletes who are males 
and who are not performing well in the classroom. There 
appears to be no relationships between exclusion and 
ethnic group or exclusion and program of study. 
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Analysis of the Questionnaire Responses 
The third subsection contains descriptive results for 
the eleven questionnaire items as well as the three areas 
of motivation, self-esteem, interest to remain in school, 
and total score. Also contained is a descriptive break¬ 
down of those same items by ethnic group and gender. 
The descriptive information for the questionnaire 
items is followed by a series of inferential statistical 
tests (Analysis of Variance and t test) designed to explore 
differences among ethnic groups and between sexes in their 
responses to the 11 items, motivation, self-esteem, interest 
to remain in school, and total score in an attempt to 
answer the second, third, and fourth research questions. 
Table 11 shows the responses of all 743 questionnaires 
to each of the 11 items of the questionnaire. The valid N 
column indicates the number of questionnaires which con¬ 
tained a useable response for that item. Also contained 
is the mean on the response scale. The scale consisted of 
five possible answers or responses (1) strongly disagree, 
(2) disagree, (3) undecided, (4) agree, and (5) strongly 
agree. Thus, a mean of 3 indicates neither agreement nor 
disagreement with the statement, means of more than 3 
indicate a tendency toward agreement, and means of less 
than 3 indicate a trend toward disagreement. 
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Table 11 
Numbers, Means and Standard Deviation for 
Responses to the 11 Questions for 743 
Questionnaires 
Question 
Number Valid N Mean* 
Standard 
Deviation 
1 726 3.52 1.05 
2 732 2.77 1.35 
3 728 3.03 1.24 
4 726 3.43 1.10 
5 727 1.82 1.05 
6 731 3.83 1.01 
7 732 3.57 1.14 
8 730 3.56 1.18 
9 729 2.46 1.15 
10 733 4.07 .96 
11 723 2.32 1.22 
•Answer Code: 1 ■ Strongly Disagree 
2 ■ Disagree 
3 » Undecided 
4 ■ Agree 
5 » Strongly Agree 
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The lowest means were for question 5: If I could 
not participate in athletics or club activities I would 
leave school, and for question 9: My friends respect me 
more when I earn good grades. The only other means less 
than 3 were for question 2: I should not participate in 
athletics or extracurricular activities if my average is 
less than C-; and question 11: I have to show my report 
card to the club advisor in order to participate in 
athletics or extracurricular activities. 
The highest mean was for question 10: I like myself 
much better when I earn good grades and it helps me to 
improve my self-esteem. The next highest was for 
question 6: I can get help in school to improve my grades. 
The remaining means all clustered around a value of 3.5, 
or slight agreement, with the exception of question 3: I 
am a better participant in athletics and extracurricular 
activities when I earn high grades with a mean just over 3. 
The students tended to disagree most with items 5 and 9, 
and to agree most with items 10 and 6. This shows that 
the students were aware that help was available to them 
but did not choose to use it. A certain degree of apathy 
or a lack of desire to become involved in extracurricular 
activities on their part could explain this finding. 
Table 12 shows the means for motivation, self-esteem 
and interest, and for total score. The score for 
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Table 12 
Means and Standard Deviations for the Motivation, 
Self-esteem and Interest in Remaining in School 
Subscales, and Total Score for 743 Questionnaires 
Valid N Means 
Standard 
Deviation 
Motivation (1) 716 9.08 1.86 
Self-Esteem (2) 720 13.65 2.92 
Interest (3) 706 12.18 2.91 
Total Score (4) 684 35.03 5.43 
Notes: (1) Sum for Questionnaire item numbers 4, 5, and 6 
Scale: 3 = Strongly Disagree; 6 = Disagree; 
9 = Undecided; 12 = Agree; 15 = Strongly agree 
(2) Sum for Questionnaire item numbers 7, 8, 9, 
and 10 
(3) Sum for Questionnaire item Numbers 1, 2, 3, 
and 11. 
Scale for (2) and (3): 4 = Strongly Disagree; 
8 = Disagree; 12 = Agree; 5 = Strongly Agree 
(4) Sum for Questionnaire item Number 1 through 11. 
Scale: 11 = Strongly Disagree; 22 = Disagree; 
33 = Undecided; 44 = Agree; 55 = Strongly 
Agree 
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motivation is the sum of questions 4, 5, and 6. The 
maximum score is thus, 15, the lowest possible score is 3 
and a mean of 9 would indicate neither agreement nor dis¬ 
agreement with these items. The mean obtained (9.08) for 
the entire group indicates no feelings one way or the 
other for these items. 
For self-esteem and interest to remain in school, the 
scales consist of the sums of 4 items each. Thus the 
maximum score would be 20 and the minimum score 4, with a 
score of 12 indicating neither agreement or disagreement. 
The mean of 13.65 for self-esteem indicates some tendency 
toward agreement with these items, but the mean of 12.18 
shows neither agreement nor disagreement for perception. 
For the total score,the maximum score would be 55 
and the minimum score 11, with 33 indicating neither 
agree nor disagreement. The obtained mean of 35.03 
indicates some small tendency toward agreement on all 11 
items, but most of that tendency is in the area of self¬ 
esteem. 
Tables 13 and 14 shows the responses on the 11 items, 
for motivation, self-esteem and interest, as well as for 
the total score, all broken down by ethnic group. Each 
table indicates the number of questionnaires which had 
valid responses, by group, the mean for that group on each 
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item or group of items, and the standard deviations within 
groups. 
Table 15 shows analysis of variance results for 
significance of difference between ethnic groups and t 
tests for significance of difference between Black and 
White students and for differences between Black and 
Hispanic students. These t tests were done in order to 
examine ethnic differences identified in the analysis 
of variance results. 
Several analysis of the variance results were 
significant. For question 1: My grades accurately reflect 
my achievement in the courses, the result was significant, 
and the t test for differences between Black and Hispanic 
students was significant, but the test for differences 
between White and Black students was not significant. 
Hispanic students responded significantly more toward 
agreement. The result for question 2: I should not 
participate in athletics or extracurricular activities 
if my average is less than C-; was significant, and 
Hispanic students again tended to respond more toward 
agreement than Black students. Significant results were 
also obtained for question 3: I am a better participant 
in athletics and extracurricular activities when I earn 
high grades, but the t test difference was between White 
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students and Black students, with no difference between 
Black and Hispanic students. 
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For question 4: Extracurricular activities motivate 
me to improve my academic achievement, Black students 
tended to respond toward the agreement end of the scale 
compared to White students. The analysis of variance 
was not significant, but a difference was found between 
Black and White students, with Black students again 
responding more toward agreement than White students. 
Without a significant analysis of variance, this t test 
result is somewhat suspect, but it was significant never¬ 
theless. The results for question 5: If I could not 
participate in athletics or club activities, I would leave 
school, were not significant, but the analysis of variance 
result for question 6: I can get help in school to improve 
my grades, was significant, with both t tests significant 
as well. Blacks tended to respond with more agreement 
with this item than either Hispanic or White students. 
The result of the analysis of variance for 
question 7: My teacher treats me more positively when I 
earn good grades, was significant, and the t test 
between White and Black students was also significant. In 
this instance, White students tended to agree with the 
item to a greater extent than Black students. 
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The analysis of variance results for question 8: When 
I earn good grades, I am positively rewarded by my parents; 
9: My friends respect me more when I earn good grades, and 
10: I like myself much better when I earn good grades 
and it helps me to improve my self-esteem; were not 
significant, nor were any of the t test results significant. 
Thus, there were no differences among the White, Black, 
and Hispanic groups in their opinions on questions 8, 9, 
or 10. 
For the last question 11: I have to show my report 
card to the club advisor in order to participate in 
athletics or extracurricular activities, a difference was 
found on the analysis of variance and on the t test 
between Black and Hispanic students. Black students re¬ 
sponded with greater agreement to this than Hispanic 
students. 
For motivation, self-esteem, and interest, only one 
t test was significant, with none of the analyses of 
variance results significant. The significant t test was 
between Black and White students on the motivation scale, 
with Black students tending to respond with greater 
agreement. Again, this result is somewhat suspect in the 
absence of a significant analysis of variance results. 
A significant analysis of variance result was 
obtained for the total score, but neither of the t test 
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results was significant. An examination of the means 
suggests that the reason for the significant analysis of 
variance is the mean difference between Hispanic and White 
students, with Hispanics responding more toward agreement 
than White students. 
Tables 16 and 17 show the responses on the 11 items, 
for motivation, self-esteem and interest to remain in 
school, as well as for the total score, all broken down by 
gender. Each table indicates the number of questionnaires 
which had valid responses, by group, the mean for that 
group on each item or group of items, and the standard 
deviations within groups. Table 18 shows the results of 
t tests for significance of difference between male and 
female students. 
No difference was found for question 1, but the 
difference for question 2: I should not participate in 
athletics or extracurricular activities if my average is 
less than C-, was significant, with males tending to agree 
less than females. 
No differences were found for questions 3 and 4. The 
significant difference for question 5: If I could not 
participate in athletics or club activities, I would leave 
school, occurred because males tended to agree with this 
item more than females, whose response was exceptionally 
low compared to the other items on the questionnaire. The 
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Table 16 
Breakdown of 743 Questionnaire Responses 
by Gender into Means and Standard 
Deviations for each Questionnaire 
Questions 
Male 
N (1) Uean (2) S.D 
Female 
N (1) Mean (2) S.D 
1 238 3.55 1.07 477 3.53 1.02 
2 242 2.55 1.38 479 2.88 1.31 
3 239 3.15 1.24 478 2.97 1.23 
4 238 3.00 1.06 477 3.37 1.11 
5 239 2.02 1.19 477 1.72 .95 
6 241 3.62 1.12 479 3.94 .92 
7 240 3.58 1.13 481 3.57 1.13 
8 241 3.51 1.18 478 3.60 1.17 
9 239 3.67 1.21 479 2.35 1.10 
10 240 3.92 .99 482 4.16 .91 
11 239 2.84 1.26 474 2.82 1.19 
(1) Valid N only 
(2) Answer Code: 
1 ■ Strongly Disagree; 2 * Disagree 
3 - Undecided; 4 • Agree; 5 - Strongly Agree 
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Table 17 
Numbers, Mean Responses and Standard Deviations by Gender 
for Motivation, Self-Esteem, Interest and Total 
Score for 743 Questionnaires 
N(l) 
Male 
Mean(2) S.D. N(l) 
Female 
Mean(2) S.D. 
Motivation (3) 178 9.27 2.32 344 9.06 2.04 
Self Esteem (4) 226 13.83 3.03 470 13.72 2.75 
Interest (5) 204 12.51 3.06 435 12.47 2.71 
Total Score (6) 136 34.32 6.24 492 35.23 5.32 
Notes: 
(1) Valid N only 
(2) Valid cases only 
(3) Sum for Questioanaire item numbers 4, 5, and 6. 
Scale: 3 ■ Strongly disagree; 6« Disagree; 
9 ■ Undecided; 12 ■ Agree; 15 • Strongly agree. 
(4) Sum for Questionnaire item Numbers 7, 8, 9, and 10. 
(5) Sum for Questionnaire item Numbers 1, 2, 3, and 11. 
Scale for (2) and (3): 4 - Strongly disagree; 
8 • Disagree; 12 * Undecided; 16 - Agree; 
20 ■ Strongly agree. 
(6) Sum for Questionnaire item Numbers 1 through 11. 
Scale: 11 ■ Strongly disagree; 22 ■ Disagree; 
8 * Disagree; 44 • Agree; 55 M Strongly agree. 
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Table 18 
t Test Results for Gender Differences on Each 
Question and for Motivation, Self-Esteem and 
Interest in Remaining in School 
Subscales and for Total Score 
Question t DF(1) Significant F 
1 .29 713 
2 3.07 719 ** 
3 1.79 715 
4 2.21 713 
5 3.64 714 *** 
6 4.13 718 *** 
7 .18 719 
8 .97 717 
9 3.75 716 *** 
10 3.37 720 *** 
11 .21 711 
Motivation 1.07 637 
Self Esteem .46 694 
Interest .15 520 
Total Score 1.70 626 
(1) Degree of Freedom *p^-.05 
** p ^ .01 
•**p .001 
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significant difference for question 6: I can get help in 
school to improve my grades, indicates significantly 
greater agreement for females on this item. No differences 
were found on items 7 and 8, but the difference for 
question 9: My friends respect me more when I earn good 
grades, was significant. Males tended to agree with this 
item significantly more than females. For item 10: I like 
myself much better when I earn good grades and it helps 
me to improve my self-esteem, females agreed to a greater 
extent than males, which resulted in a significant 
difference. On the last item, question 11, no difference 
was found. No differences were found between males and 
females on the three subscales of motivation, self-esteem, 
and interest and no differences were observed between 
females and males on the total score. 
These results with respect to research questions 2, 
3, and 4 indicate few differences. Only one difference was 
observed for ethnic groups (between Black and White 
students on motivation), and this result is somewhat 
suspect. The significant result for total score between 
ethnic groups is difficult to interpret, given the fact 
that the questionnaire was composed of 11 items which 
were all designed to get at a different trait. 
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Open-ended Section 
At the end of the questionnaire, students were 
invited to write their own opinions or attitudes about 
grading and the grading system. Out of 743 questionnaires, 
424 students (57 percent) did write comments. By far the 
largest number of comments revolved about the general 
idea that teachers and the school in general are responsi¬ 
ble for the students' academic achievement, and for 
students' failure. Many of the remainder of the comments 
revolved about the fairness of the grading system, with 
32 (4 percent) expressing satisfaction with the system, 
and 61 (8 percent) felt the system is unfair. The final 
set of comments revolved about the policy of relating 
grades to extracurricular activities. A number of 54 
(7 percent) directly expressed that they felt the policy 
was unfair, with another 31 (4 percent) indirectly 
referring to the policy as not right. 
The comments regarding dissatisfaction with the 
school had a number of suggestions for teachers. Teachers 
should care more for the students, motivate the students, 
be more prepared for class, look over the lesson plans 
more often, be more understanding, offer more extra help 
after school, pay more attention to low achievers, be 
more strict, become more involved with students personal 
life and problems, offer a variety of activities where 
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students can develop their skills and potential, improve 
their expectations toward minority students, and offer 
more extracurricular activities. Overall, less than 5 
percent of the students expressed clearly positive 
attitudes toward the grading system. 
Extracurricular Advisor's Survey 
An extracurricular advisor's survey was developed in 
order to gather relevant data from the advisors pertaining 
to their attitudes/perceptions of the new grading system. 
Twenty five questionnaires were sent to some of the extra¬ 
curricular advisors at the site of the study. 
Seventeen respondents returned their questionnaires. 
Their answers were analyzed individually and grouped 
according to the frequency of answers. The results are 
presented in a descriptive way as follows: 
Question #1: What effect has the implementation of 
the new grading policy had on student participation in 
specific extracurricular activities? 
(a) _increase (b) 11 decline (c) J3_no effect 
Approximately how many? 30 percent 
Out of the 17 respondents, 11 (65 percent) indicated 
that the new grading policy had reduced student partici¬ 
pation in their extracurricular activities. It has 
decreased about 30 percent. Six (35 percent) indicated 
that they have observed no effect on student participation 
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in their extracurricular activities. No one indicated an 
increase in student participation as a result of the new 
grading policy. 
Question #2: Are services provided in the school to 
assist students in becoming eligible for participation in 
extracurricular activities? 
(a) 2 Yes (b) 7 No ? 8 
Two respondents (12 percent) indicated that they were 
aware of tutorial services provided by the school to assist 
students improve their grades so they can be eligible for 
participation in extracurricular activities. Seven 
respondents (41 percent) indicated that there were no 
special services to help students become eligible for 
participation in extracurricular activities. Eight 
respondents indicated ignorance toward the availability 
of services to assist students become eligible for 
participation. 
Question #3: Are the students aware of the 
availability of these sources that would assist them in 
becoming eligible to participate in extracurricular 
activities? 
(a) 2 Yes (b) 7 No (c) _8_Uncertain 
Two respondents (12 percent) indicated that students 
were aware of the availability of sources to assist them 
to become eligible for participation in extracurricular 
134 
activities. Seven respondents (41 percent) indicated 
that if there were any sources available to assist 
students become eligible, they do not know it. Eight 
respondents (47 percent) indicated that they were uncertain 
about students awareness of sources available to help them 
become eligible for participation in extracurricular 
activities. 
Perhaps students who are confident in themselves 
tend to benefit first and most from what is available, 
while those students who are poor performers, with low 
self-esteem do not benefit that much. Goodlad (1984) 
suggested that good schools encourage students to take 
advantage of a variety of courses and extracurricular 
activities. 
Question #4: If the answer to Question 3 is Yes, to 
what degree is the student aware of the services? 
(a) _very high (b) _high (c) _average 
(d) _low (e) _very low 
The two respondents (12 percent) who answered 
affirmatively to questions two and three indicated that 
students were aware of the availability of services to 
assist them to become eligible to an average degree. 
Question #5: Do you think the new grading system 
is fair to students? 
(a) 4 Yes (b) 13 No 
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Four respondents (24 percent) indicated that they 
consider the new grading policy to be fair while thirteen 
respondents (76 percent) considered the policy unfair. 
Respondents were invited to write comments regarding 
the new grading policy. These comments are included as 
follows in the way they were expressed on the 
questionnaires: 
-Not fair at all 
-Can graduate with "D" D average is okay to 
participate 
-Nothing wrong with 1 "F” and pass everything else 
-I have no footfall team—only 6 fellows are eligible 
-Should not participate with any "F" 
-My teams are better off academically—physical 
skills no 
-I had 42 students to sign up—lost 27 to grades. Do 
you realize that is a varsity + JV team gone!! 
-What about students who try and can’t reach the 
grade required 
-Is the NAACP conducting tutoring service 
-Can students participate in practice until they 
make academic eligibility 
-Who are you kidding that students will go home and 
study. They hang around 
-It is good and bad 
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-Our job is to educate students 
-Students should be able to use the talent they have 
-All students are not brains 
-We will drive the students out of school 
-I'm disgusted—NO team 
-I have study sessions before practice 
-I'm too frustrated—it STINKS 
Summary of Major Findings 
The major findings in this study related to a 
specific urban high school known for its Business 
curriculum that had recently experienced a change in 
grading standards for participation in extracurricular 
activities. The students closely resembled the school 
population: a majority were Black, female, enrolled in 
a business program, and did not participate in extra¬ 
curricular activities. Because students leave school 
before graduation, the tenth grade was larger than the 
eleventh and it in turn was larger than the twelfth grade. 
Major findings included the following conclusions 
or relationships: 
1. Of those who participated in some kind of 
activity, over half participated in athletics. 
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2. Over seventy-five percent of the students in the 
study had not been excluded from participation in 
extracurricular activities. 
3. Of those excluded, the largest number were ex¬ 
cluded from participation in athletics. 
4. About fifty percent of the students in the study 
rated themselves as having a "C" average. 
5. Athletes who are males and who were not per¬ 
forming well academically were most likely to be 
affected by the new grading system. 
6. No significant differences among ethnic group, 
grade or program of study were found with 
respect to most of the questions. 
7. The majority of the students tended to agree 
more with item 10 on the survey instrument: I 
like myself better when I earn good grades. 
8. Black students tended to agree more with the 
statement on item 3: I am a better participant 
when I earn good grades. 
9. Black students tended to agree more with the 
statement on item 4: Extracurricular activities 
motivate me to improve my academic achievement. 
10. White students found their teachers treating 
when they earn good grades. them more positive 
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11. Black females tended to agree more with the 
fact that they can get help to improve their 
grades. 
12. Black students tended to agree more with the 
fact that they have to show their report cards 
to the extracurricular activities advisor. 
13. Hispanic students tended to believe that their 
grades accurately reflect their achievement in 
courses. 
14. Students feel that teachers and school in 
general are responsible for their success or 
failure in school. 
15. Students expressed that they considered unfair 
to relate grades to participation in extra¬ 
curricular activities. 
16. Data from advisors revealed that changes in the 
grading policy has affected the number of 
participants in extracurricular activities. 
Paradoxically, those results supported neither the 
school committee's hopes for higher academic effort 
particularly from athletes—nor the coachs' hopes for 
major protests when the school could no longer field a team 
in several sports. The passivity of students in the face 
of school routines may be the most significant revelation 
from this study. 
CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
This chapter focuses on two main areas. It attempts 
to derive the most important conclusions about the research 
questions guiding the study and to offer recommendations 
about grading systems as well as recommendations for 
future research efforts. 
Conclusions 
This section addresses the four research questions 
on the study. 
Question 1: What students are most likely to be 
affected by the new grading system? It was evident from 
all the data analyses that the students most likely to be 
affected by the new grading system tended to be athletes 
who were males and who were not performing well 
academically. There appear to be no relationship 
between exclusion and ethnic group or inclusion and 
program of study. Gender was a factor, but race, grade, 
or program of study were not. 
Question 2: What are the students' perceptions of 
the grading system and its impact on students motivation? 
The mean obtained (9.08) for the entire group indicated 
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no feelings for the items dealing with students' 
motivation. This was measured by items 4, 5, and 6 in the 
survey instrument. However, further analyses were per¬ 
formed. The analysis of variance was not significant, 
but a difference was found between Black and White 
students responses, with Blacks responding more toward 
agreement than White students in terms of the relationship 
between participation in extracurricular activities and 
students' motivation. Black students tended to see 
extracurricular activities as a means for motivating them 
toward a higher academic achievement and they regarded 
limiting athletic activities due to grades as unfair. 
Question 3: How do students perceive the grading 
system and its impact on their self-esteem? The mean of 
13.65 indicated some agreement. This tendency was 
measured by items 7, 8, 9, and 10 in the survey instrument. 
Female students agreed more with item number 10: I like 
myself better when I earn good grades. This finding 
supports Backman and Secord's (1968); Ford's (1985); 
Reddy's (1978); and Trent's (1987) conclusions that there 
is indeed a positive correlation between high self-regard 
and academic achievement. Many teachers expect females 
to earn higher grades in school than males. 
Another interesting finding was related to item 7: 
My teacher treats me more positive when I earn good grades. 
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White students tended to agree more with this item. This 
finding is supported in many studies dealing with 
teachers' expectations. Dusek and Joseph (1985) conducted 
a meta analysis of 24 published studies and found that in 
eleven of the studies, teachers expected White students to 
do better. Approximately 54 percent of the White students 
were expected to outperform the average Black student. 
The United Commission of Civil Rights (1973) found that 
teachers praised and encouraged Anglo-American students 
more than any minority group. 
In terms of teacher's influence over student's life, 
Applegate (1981) found that teacher behavior as perceived 
by students, shapes students' attitudes toward school life. 
Good (1981) found substantial evidence to suggest that 
grading practices affect student self-esteem, students' 
attitudes toward learning, the amount of time spent in 
study, and the amount of learning. 
Question 4: How do students perceive the grading 
system and its impact on their interest to remain in 
school? The analysis of the data was not enough to 
answer question #4 since any student who had decided to 
leave school (especially important if they left because of 
being excluded from participation in activities due to 
failure to meet academic requirements) were not included 
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in the sample of students who responded to the 
questionnaire. 
The analysis of the open-ended section of the survey 
instrument provided evidence that the students indeed feel 
that teachers and the school in general are responsible for 
their success or failure in school. They suggested the 
following to be considered by teachers: demonstrate more 
understanding of students, improve motivation in the 
classroom, improve class preparation, update lesson plans, 
increase the amount of time available for helping students 
who are having academic difficulty, give more attention to 
students who are having academic difficulty, improve their 
expectations for minority students, and offer a variety of 
activities where the students can develop their potential. 
It is the researcher's position that even though 
students' participation in extracurricular activities does 
not determine students' academic achievement, there seems 
to be a positive relationship between both variables and 
students' self-esteem. Students do want to perform well in 
class and obtain good grades. They expect teachers to take 
an active part in their education process and provide them 
with more opportunities to develop their full potential. 
A parallel between athletic teams and learning teams should 
be considered. Efforts should be made to promote cohesion 
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among learning teams in the classroom in the same way 
partnership is promoted in athletics for effectiveness and 
success. 
Students do not object to the grading system as long 
as they can have enough opportunities in school to meet the 
requirements and improve their academic achievement. 
However, grades should not be used to add more restrictions/ 
limitations to those students who are already unable to 
meet the standards, but to offer alternatives and help 
everyone achieve according to his/her individual capacity. 
Our democratic nation should be able to provide equal 
educational opportunities for each citizen without 
limiting anyone's self-expression of talents or abilities. 
In reality three out of four students were not 
engaged in extracurricular activities and therefore were 
unaffected by the new grading policy. Of the remaining 25 
percent who expressed the desire to participate in extra¬ 
curricular activities, and most of whom were aware of 
resources available to them for helping to improve their 
academic performance, did not in fact take advantage of 
the available resources. This failure by students to 
take advantage of available help or even to oppose in 
any visible manner the new grading policy seemed to 
indicate that the students tended to acquisce to any 
imposed restrictions. That acceptance, however, did not 
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ordinarily result in an augmented effort in academics as 
the school committee and the NAACP members had hoped. 
Recommendations for Improving the 
Grading System 
Teachers and other educational decision makers should 
become aware of the implications that grades and grading 
have on students. The present study has provided 
evidence of the implications of grades upon students' 
self-esteem. If educators provide more opportunities and 
meaningful environments for all students, they should be 
able to accomplish their educational goals, so they can 
contribute to the society. If grades are used to hold 
students back, rather than to detect deficiencies and 
improve conditions, we are not doing our job. 
In order to have a meaningful grading system, the 
following recommendations should be considered: 
1. Grading and changes in grading should be based 
on reasonable and appropriate information that 
may lead to practices to benefit the students. 
2. Changes should be implemented in lower grades, 
so students will understand the importance and 
reasons to be graded. 
3. Teachers should set high standards for all the 
students as a mean of communicating high 
expectations for everyone in class. 
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4. Enough help should be provided to students in 
order to help them to meet the standard and 
improve their academic achievement. 
5. Teachers and administrators should be flexible 
enough to evaluate and adapt the grading system 
according to the needs of the students without 
violating district-wide standards. 
6. Students should not be penalized at the high 
school level for not being able to meet the 
educational standards. Corrective measurements 
should be provided at this level. 
Most of these recommendations require training and 
allocation of resources as well as decision making, 
planning and evaluation at various levels. 
Recommendations for Future Research 
1. Include early school leavers in the sample in 
order to determine whether or not the grading 
system was responsible for their decision to 
leave school. 
2. Expand the survey instrument inquiring about 
those aspects of students' evaluations that are 
valid in order to improve students' motivation 
to do better in school. 
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3. Administer the survey instrument to students in 
other high schools in the district and out of 
the district to compare students' attitudes 
toward the grading system. 
4. Develop a survey instrument for parents to 
express their attitudes toward the grading system 
and consider their input regarding the issue. 
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